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GENERAL INTRODUCTION 
The cultural composition of the United States is changing. According to census 
information and demographic predictions, by the year 2000, one of three Americans 
will be a person of color, and at least 53 United States cities will be predominantly 
non-White (Children Defense Fund, 1989), This changing cultural composition has 
challenged educators to reconceptualize education in the United States (Comer, 1992; 
Miller-Marsh, 1992). Specifically, many early childhood educators and scholars, as 
well as child and family advocates have embraced the notion of providing more 
culturally compatible and inclusive programs that will equip children to live in our 
diverse society (Ramsey & Derman-Sparks, 1992). 
The literature provides evidence that supports the notion of teachers playing a 
critical role in helping children understand, accept, and respect diversity in people, as 
well as to help children challenge social structures (e.g., bias, prejudice, stereotypes) 
that perpetuate injustice (Almy, 1975; Derman-Sparks & Ramsey, 1993; Feeney & 
Chun, 1985; Katz, 1985; Roopnarine & Johnson, 1993; York, 1991). Specifically, 
Roopnarine and Johnson (1993) suggested that teachers' knowledge, coupled with their 
beliefs, values, and interests, affect decisions relative to curriculum and teaching 
practices. 
Reviews of the research on teachers' thought processing suggested that teachers' 
beliefs affect decisions, work activities, and teaching practices (Clark & Peterson, 
1986; Eisenhart, Cuthbert, Shrum, & Harding, 1989; Nespor, 1987). Moreover, 
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researchers who focused on teacher beliefs as they relate to their practices, reported 
that teachers implemented educational methods according to the compatibility with their 
beliefs (Bauch, 1984; Eisenhart et al., 1989; Heath, 1983; Wolcott, 1977). 
Thus, because of early childhood educators' challenge to reconceptualize education 
to be more culturally compatible and inclusive while helping children meet the 
challenges of living in a diverse society, this dissertation aims to; 
1) examine strands of literature under the auspices early childhood education and 
education that is multicultural and antibias, and 2) examine the relationship between 
teachers' beliefs and observed classroom practices regarding the implementation of a 
curriculum that is multicultural and antibias. 
Dissertation Organization 
This dissertation consists of one comprehensive review of selected literature and a 
research article, each of which addresses the aforementioned aims. The literature 
review discusses strands of research on early childhood education relative to 
developmentally appropriate practice, education that multicultural and antibias, and 
teacher beliefs and classroom practices. Additionally, a theoretical foundation for 
implementing a curriculum that is multicultural and antibias is discussed. The research 
article contains a manuscript prepared for publication, which describes a survey and 
observational study of teachers' beliefs and classroom practices regarding the 
implementation of a curriculum that is multicultural and antibias. General conclusions 
of the dissertation follow the research article. References for the general introduction, 
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literature review, research article, and general conclusions immediately follow each 
chapter. Appendices include copies of actual correspondence used in the research 
study, samples of instruments, and a rating manual for classroom observations. 
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LITERATURE REVIEW ON EARLY CHILDHOOD EDUCATION: 
PERSPECTIVES ON EDUCATION THAT IS 
MULTICULTURAL AND ANTIBIAS AND 
TEACHER BELIEFS AND PRACTICES 
Introduction 
This is a nation of many people, consisting of many races, cultures, religions, 
classes, lifestyles, and familial histories. Moreover, this is a nation where access to 
achieving the "inalienable right" to "life, liberty, and the pursuit of happiness," for 
which the American Revolution was fought, has not been equal for all (Derman-Sparks 
& Ramsey, 1993). From the first settlement of the new land, European arrivals were 
faced with people whose race, religions, and cultures differed from their own. From 
the beginning, according to Banks (1993) and Comer (1992), these European 
immigrants instituted a fundamental contradiction between their efforts to establish a 
democratic, free republic for themselves and their practices that enslaved or subjugated 
other groups. This duality of values and practice underlies the "American dilemma" 
(Myrdal, 1944) and continues to pose an enormous challenge to all institutions, 
especially education. 
In past years, the Black Civil Rights Movement, the feminist movement, the 
"Movimiento Chicano," the American Indian Movement, and others initiated an era 
that enforced a restructuring of the educational system. Although over 30 years have 
passed since the beginning of the 1960s civil rights movement, the educational system 
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has not completely integrated a curriculum that fosters diversity and encourages 
equality and respect for all people. 
The cultural composition of the United States is changing. According to figures 
reported by the Children's Defense Fund (1989), by the year 2000, there will 2.4 
million more Hispanic/Latino children; 1.7 million more Black/African American 
children; 483,000 more children of other races; and 66,000 more White/non-
Hispanic/Latino children. Additionally, at least 53 United States cities will be 
predominantly non-White (Education Week, May, 1989). By the end of the 1990s, 
many schools will consist of a majority of students of color. 
The aforementioned statistics call for a reconceptualization of the educational 
system in the United States schools (Miller-Marsh, 1992). In order for educators to 
meet the challenges in the 1990s and beyond, according to Swadener and Miller-Marsh 
(1993), there is a need to acknowledge that racism, sexism, ableism, classism, anti-
semitism, and other forms of oppression exist in schools, as well as their lives. Thus, 
perhaps one answer to the "American dilemma" (Myrdall, 1944) is to incorporate a 
multicultural component into the educational system. 
According to Tiedt and Tiedt (1990), education shapes the way people think about 
other people. Therefore, based on population information relative to racial/ethnic 
composition, the pedagogical strategy to teach from a multicultural and antibias 
perspective is imperative. 
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Multicultural education recognizes the cultural, ethnic, gender, religious, ability, 
and physical and mental ableness of diverse groups of people. Additionally, 
multicultural education is a concept that, when translated into curricula and teachers' 
attitudes, recognizes, accepts, and allows people from all ethnic and cultural groups to 
be proud of their own cultural background (Banks, 1988). 
The goal of multicultural education is to broaden each child's awareness of various 
groups of people (e.g., cultural, ethnic, physical or mental ableness, etc.), their needs, 
hopes, and dreams. Specifically, the optimal goal of multicultural education is to 
promote respect for and acceptance of all cultural groups, thereby, enabling cultural 
groups to attain equal educational opportunity. According to Banks (1988), this goal 
can be attained by changing the total education environment. Banks (1988) suggested 
that there are two integral components of multicultural education: multiethnic 
education and global education. 
Multiethnic education emphasizes promoting a society and school environment that 
is reflective of ethnic diversity. Ethnicity, according to York (1991), refers to 
commonality among people because of their ancestors; furthermore, ethnicity includes 
race, religion, physical traits, language, customs, and lifestyles. The goals of 
multiethnic education are met by the effective implementation of ethnic studies into the 
curriculum. Ethnic studies are an essential component of education because they 
provide the exploration of cultures and experiences of ethnic groups within a society 
(Banks, 1988). On the other hand, the goal of global education is to modify the total 
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school environment, including teacher attitudes, curriculum, teaching strategies, and 
materials, so that children can develop the knowledge, attitudes, and skills needed to 
understand and participate effectively in a highly interdependent and international 
society (Banks, 1988). 
An extension of multicultural education is an antibias curriculum component. 
Antibias curriculum is an integrated curriculum which attempts to be culturally 
inclusive and proactive in examining, in developmentally appropriate ways, forms of 
bias, stereotypes, and misinformation that contribute to a climate of oppression 
(Derman-Sparks, 1989). Antibias curriculum not only addresses the race and ethnicity 
of a child, but it also includes the dimensions of gender, language, religion, sexual 
orientation, physical and mental ableness, and class (Swadener, Cahill, Miller-Marsh, 
& Arnold, 1993). Antibias curriculum is to challenge existing prejudices, stereotypes, 
and discriminatory behavior and attitudes in children's development and interactions 
(Derman-Sparks, 1989). Not unlike multicultural education, which grew from ethnic 
studies, antibias curriculum incorporates lessons and activities that directly addresses 
cultural diversity. Therefore, the goals of an antibias curriculum are to "enable every 
child to construct a knowledgeable confident self identity; to develop a comfortable, 
empathetic, and just interaction with diversity; and to develop critical thinking and 
skills for standing up for oneself in the face of injustice" (Derman-Sparks, 1989, p. 
ix). 
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Tiedt and Tiedt (1990) argued that educators need to lead the way toward breaking 
down stereotyped thinking that can lead to dis.sension and war. Thus, educators are 
faced with a serious task. 
Within the past decade, many early childhood educators and scholars, as well as 
child and family advocates have embraced multicultural education (Ramsey & Derman-
Sparks, 1992) and have struggled with creating more culturally compatible and 
inclusive programs for children of diverse backgrounds. However, it has only been 
within the past five years that a concerted effort to promote multicultural education in 
the early childhood years (i.e., preschool through primary) has been initiated 
(Swadener & Miller-Marsh, 1993). 
According to Derman-Sparks and Ramsey (1993) and Garcia (1991), the process of 
implementing multicultural and antibias education include teachers' examination of 
their own multicultural and antibias awareness, existing teaching practices and planned 
experiences, and considerations of children's cultural, racial, and/or ethnic identities, 
learning styles, and needs, as well as family priorities and concerns. However, from 
classroom observations, Jones and Derman-Sparks (1992) found that teachers and 
support staff are finding it challenging to implement practices that accommodate the 
diversity of children in their respective programs. Yet, it is the responsibility of the 
educational system and teachers to offer a learning environment that respects and is 
sensitive to the experiences, values, and attributes of a child representing any cultural, 
racial, or ethnic group. 
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In the following discussion, the reviewed literature is organized by the following 
areas: a) the impact of early childhood education, b) developmentally appropriate 
practice, c) education that is multicultural and antibias, and d) teacher beliefs and 
classroom practices. 
Literature Review 
Early childhood education 
Early childhood education does not refer to a single entity (Bowman, 1993). In a 
broad sense, early childhood education refers to efforts to educate and care for young 
children in schools, centers, and homes (Feeney, Christensen, & Moravcik, 1991). 
Typically, early childhood education is variously thought of as the period from birth to 
children's entry into kindergarten. However, child development theorists and/or 
educators (e.g.. Bowman, 1993; Bredekamp, 1987) have defined early childhood more 
broadly as encompassing the span from birth through age eight (Bowman, 1993). 
Specifically, the mission of early childhood education is to open up a world to young 
children through experiences with people, events, animals, places, and things (Eliason 
& Jenkins, 1990). 
Some psychologists and researchers (e.g., Elkind, 1982; Gray, Ramsey, & Klaus, 
1982; Schweinhart & Weikart, 1985) have pondered the following questioned: Why is 
early childhood education needed? Gray, Ramsey, and Klaus (1982) suggested that 
early childhood education is needed because it influences the early development of the 
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child. Specifically, early childhood education as been seen as a facilitator of children's 
natural development and as a preparation for later schooling (Lazerson, 1972). It has 
similarly been suggested by Kohlberg and Mayer (1972) that early education can be 
seen as an environment for the natural and spontaneous development of the individual 
child (the maturationist view); as a transmitter of the skills, knowledge, and values of 
the dominant culture (the cultural transmission view); or as a prescribed set of 
experiences intended to facilitate the progression of the child through developmental 
stages (cognitive-developmentalist view). 
On the other hand, other educators argue that early childhood education is needed 
because it has a lasting impact on adult life (Schweinhart & Weikart, 1985). Children, 
especially those from low-income families, need relevant experiences that will help 
them overcome the effects of poverty (Schweinhart & Weikart, 1985). 
Researchers have examined the impacts of early education on low-income children. 
For example, longitudinal research conducted by Clement, Schweinhart, Bamett, 
Epstein, and Weikart (1984) revealed that economically disadvantaged children who 
were in early childhood programs developed into youths who were less likely to be 
placed in special education classes or drop out of school. In sum, these researchers 
concluded that early childhood education for low-income children promoted significant 
educational, economical, and social changes and/or gains. 
Longitudinal research conducted by Weikart, Bond, and McNeil (1978) echoed the 
notion that early education positively affects children's development. Their study 
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found that preschool experience had a positive impact on children's school achievement 
and grade placement. In another study, Schweinhart and Weikart (1980) concluded 
that children who went to preschool programs had higher scores on achievement tests 
and were more strongly committed to learning. 
Historically, early childhood education has roots that dates back to the 17th 
century in the work of educators such as Johann Pestalozzi, Friedrich Froebel, and 
Patty Smith Hill, just to name a few. Early educators maintained that early childhood 
education helped children develop skills through a curriculum based on self-discovery, 
play, and interesting materials (Froebel, 1896; Pestalozzi, 19(X)). Further, it was 
maintained that an early childhood curriculum supported children's skill development 
through allowing free choice and manipulation of materials (Hill, 1923). 
During the 1960s, a transition to a more academic focus within early childhood 
curriculum surfaced (Jipson, 1991). Many early childhood programs began to place 
greater emphasis on accelerating the development of readiness skills and academic 
learning in preparation for public schools. However, early childhood education has 
experienced a rediscovery in the past few decades. Currently, the most controversial 
debate in early childhood education is the usage of a formal approach versus a holistic 
approach (Bowman, 1993; Elkind, 1987). That is, should early childhood education 
stress academic skills or define more developmental goals that consider social, 
emotional, physical, and cognitive gains that impact academic performance? 
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In several past decades, kindergarten programs reflected a downward extension of 
elementary education. That is, the first grade curriculum was pushed down into 
kindergarten (Hill, 1987). Kindergarten objectives and methods focused on drill, 
practice, mastery of "word recognition," preprimary reading, basic skills such as 
arithmetic and writing, paper-and-pencil tasks, whole-group instruction, and 
standardized testing. Again, kindergarten objectives reflected preparation for public 
schools (Hill, 1987). Some educators, as well as organizations, have criticized these 
goals and methods (e.g., Bredekamp, 1987; National Association for the Education of 
Young Children, 1982). They contend that drill and practice of basic skills are 
outdated; in other words, they do not prepare children for the challenges of the 21 
century (Bredekamp, 1987). In fact, Lewis (1989) argues that emphasis on "individual 
work and test-driven judgments of student work is considered antithetical to the needs 
of the marketplace in the next century" (p. 7). 
Other educators argue against drill and practice methods from a cultural 
perspective. In short, they question the emphasis on only one type of thinking, that 
reflective of linear and objective thinking (Eisner, 1985; Gardner, 1985). For 
example, Hilliard and Vaughn-Scott (1982) suggested that the exclusive use of drill and 
practice methods devalues alternative cultural orientations. Moreover, other educators 
concluded that more diverse thinking styles (Perkins & Gardner, 1988) are depreciated 
if only one type of achievement is stressed. 
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Presently, the prevailing viewpoint among early childhood educators is the notion 
that educational goals and methods should reflect a developmental approach; this 
approach encourages each child to develop knowledge and skills at his or her own 
pace. The overwhelming argument is that the drill and practice approach is 
inappropriate to the stage of development of preschool- and primary-aged children; it 
creates a "pressure cooker" environment that is contrary to the development of 
cognitive and social competence (Elkind, 1987). According to Vygotsky (1978), the 
early childhood learning process involves adults and children who "make meaning" 
together through interactions with one another. In this perspective, children internalize 
or reconstruct knowledge and skills as a consequence of social interactions with adults 
and/or older peers. This process involves on-going interaction of mutual social 
exchange between an intellectually and socially active child and older members of his 
or her community. Adults facilitate children's learning by helping them "make sense" 
of their acquiring knowledge and skills from experience through social interaction, 
dialogue, and mutual adjustment with adults and older children (Rogoff, 1990). 
The goals of early childhood learning, as eloquently described by Elkind (1987), 
include a Zeitgeist for learning, consolidation and adaptation of biological and 
psychological predispositions, establishment of appropriate and rewarding interpersonal 
relationships, and development of structures for thinking. In other words, early 
childhood learning is best fostered using informal and developmental methods that 
parallel or compliment children's natural ways of thinking and/or learning. Katz 
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(1987) described appropriate learning for children as including spontaneous play, 
involving a variety of manipulatives and project work, in which children learn from 
their own efforts but with the guidance of the teacher. 
In an analysis study comparing children's performance in two reading strategies, 
one taking place at home and the other at school, Schickedanz, Soyoung, Gopin, Shen, 
Song, and Wild (1990) found that home-based episodes were meaningful, child 
controlled, and socially collaborative, while the school-based instruction was adult-
initiated and controlled and children's performance was not consistent with their 
natural developing patterns of learning. For example, the content of both reading 
episodes involved reading and writing words. Children in the home-based episodes 
were able to watch adults form letters of the alphabet into words with very explicit 
demonstration of phonemic segmentation, alphabet letter use, and letter-sound 
associations. In contrast, children in the school-based episodes were not provided with 
demonstrations; they were simply given words to copy. Therefore, Schickedanz et al. 
(1990) concluded that a curriculum that stresses mastery of basic skills threatens the 
potential loss of meaning and self-confidence. 
Thus, again, the prevailing position of early childhood educators is to implement a 
more developmentally appropriate approach when educating young children rather than 
the use of the drill and practice approach that solely stresses achievement of academic 
skills. 
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Developmentallv appropriate practice 
In the 1980s, the nation's educational system was under intense public scrutiny. 
The public was very interested in children and their education. They viewed the 
education of the "whole child" as being important and placed great value on the 
family's involvement in the entire educational process (Hendrick, 1988). The growing 
consensus was to reject the traditional approach to educating young children because 
students were found to not possess the kind of higher-order thinking and problem-
solving skills needed for the 21st century (National Association for the Education of 
Young Children, 1990). As a result, much talk surfaced on taking a more 
developmental approach to educating the "whole child" (Eliason & Jenkins, 1990). 
In response to the concerns regarding young children and their education. The 
National Association for the Education of Young Children (NAEYC) publicly reported 
its position on developmentally appropriate practice (DAP) in two documents, 
Developmentally Appropriate Practice in Early Childhood Programs Serving Children 
From Birth Through Age 8 (Bredekamp, 1987) and Guidelines for Appropriate 
Curriculum Content and Assessment in Programs Serving Children Ages 3 (NAEYC, 
1990). NAEYC states that "a high quality early childhood program should provide a 
safe and nurturing environment that promotes the physical, social, emotional, and 
cognitive development of young children while responding to the needs of families" 
(1987, p. I). Further, the position statement prescribes that curriculum should be 
integrated so that learning occurs primarily through play, projects, and learning centers 
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that are consistent with children's current interests and ideas. Teachers should guide 
children's involvement in projects and enrich learning experiences by extending 
children's ideas, responding to their questions, and challenging their minds 
(Bredekamp, 1987). Perhaps the most crucial point stated in the NAEYC's position 
statement is the notion that program quality is determined by the usage of child 
development knowledge. That is, teachers should apply what is known about how 
children learn in program practices (Bredekamp, 1987). 
According to Weikart (1986, p. 9), developmentally appropriate approach means 
"approaching children where they are, not where we want them to be." Furthermore, 
Weikart (1986) suggested that in order to teach from a developmental perspective, 
teachers must understand the "real" basics; these are the developmental needs of each 
age group, as well as the importance of meeting individual needs. 
In a more refined sense, Bredekamp (1987) defined developmental appropriateness 
in two dimensions: age appropriateness and individual appropriateness. Age 
appropriateness refers to preparing an environment and planning experiences within the 
age span of children across all developmental domains: social, emotional, cognitive, 
and physical. Individual appropriateness refers to planning and providing experiences 
that match each child's unique developing abilities, patterns, and timing of growth, as 
well as individual personality, learning style, and family background across all 
developmental domains. 
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According to Piaget (1952), play enables children to developmentally progress 
from sensorimotor processing of infancy to preoperational thought in the preschool 
years to concrete operational thinking displayed by primary-age children. Thus, it is 
from child development theories such as Piaget's cognitive development theory that 
play is viewed as an essential component of developmentally appropriate practice (Fein 
& Rivkin, 1986). Typically, classrooms or programs that implement developmentally 
appropriate practice (DAP) are described as those where children are given large 
blocks of time to play while moving freely in multiple work areas or learning centers 
interacting with materials and equipment with the help, guidance and supervision of 
teachers (Bredekamp, 1987). Additionally, DAP classrooms or programs provide 
relevant experiences that promote children's development of language, creativity, 
intellectual thinking, problem solving, self-concepts, and physical and social skills. 
Numerous early childhood educators (e.g., Bredekamp, 1987; Dodge, 1988; 
Elkind, 1985; Hendrick, 1988; Katz, 1987; Seefeldt, 1992) support developmentally 
appropriate practice in early childhood programs. They concur that children learn best 
through a play-oriented approach which fosters children's social, emotional, cognitive, 
and physical development. 
However, in contrast, developmentally appropriate practice has also been the 
subject of criticism in recent years. For instance, one critic argued that 
developmentally appropriate practices are not internally consistent across classrooms 
through rigorous research (Weikart, 1988). Others have criticized the notion of a set 
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of standards for all American children. Critics such as Kessler (1991) and Jipson 
(1991) obj^ted to NAEYC's position on developmentally appropriate practice for not 
considering various audiences (e.g., diverse cultural and/or ethnic groups). 
Specifically, Jipson (1991) stated that developmentally appropriate practices reflect 
white middle-class values. Further, Jipson (1991) postulated that children who do not 
live in mainstream communities, who are not white, and are from low-income families 
may not function effectively in programs that utilize developmentally appropriate 
practice. For example, teachers who utilized developmentally appropriate practice in 
their classrooms usually maintain an environment of self-direction (child-initiated 
activity). Bowman (1992) suggested that, to accomplish this objective, teachers may 
use indirect forms of communication (e.g., "Do you want to sit over here?") to 
children who are accustomed to adults clearly communicating the behavior they want 
(e.g., "Sit here!"). Additionally, teachers may promote the idea for children to "think 
for yourself," but some children's thinking and/or behaving may be to "do what 
everyone else is doing or do what they are told." 
Furthermore, Bowman (1992) suggested that children who are used to authoritarian 
verses authoritative disciplinary practices are confused when teachers are indirect. For 
example, based on their study of low-income black mothers' authoritarian disciplinary 
practices relative to child development, Kelley, Power, and Wimbush (1992) speculated 
that black children three to six years of age fiinction best in highly structured school 
environments. Thus, teachers need to be aware of and sensitive to the various ways 
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children are socialized within their homes, communities, and/or cultures. Therefore, 
in short, critics are concerned that the strict usage of developmentally appropriate 
practice may cause confusion, alienation, and possible failure of children who do not 
neatly fit in the middle-class bracket (Delpit, 1988; Jipson, 1991). 
In a study examining early childhood teachers' classroom journals and personal 
narratives, Jipson (1991) pointed out that African-American children perform at the 
lowest academic levels in developmentally appropriate classes, presumably because 
programs do not use or value their home-generated knowledge. Furthermore, Jipson 
(1991) pointed out that minority families with culturally different child-rearing 
preferences may not approve of "developmental" school practices and suggested that 
these children may need, and parents may want, different knowledge and skills than 
those appropriate for majority group children and families, Delpit (1988) echoed this 
concern and explained that minority parents may interpret the indirect and child-
centered teaching programs as denying their children the information they need to be 
successful in the larger community while belittling the knowledge available in their 
own. 
Advocates of developmentally appropriate practice argue that the principles of a 
developmentally appropriate approach values children's ways of constructing 
knowledge through encounters with the world. That is, children's constructions are 
accepted and validated. However, critics argue that when children prefer approaches 
not valued by schools or programs, they are alienated (Bowman, 1992). For example, 
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in a study of three to five year-old children's question-answering pattern characteristics 
on a preschool language assessment instrument, Lawson (1986) found that African-
American children's responses were more likely to be analogical (answers that related 
objects or events to themselves), while their white counterparts' responses were more 
likely to be referential (answers that named the object or event). Lawson (1986) 
concluded that, although children from each group had the ability to give both 
analogical and referential responses, they picked the response that they commonly used 
in their social context. Therefore, if schools only judge referential responses as 
conect, African-American children are at a disadvantage. In other words, they will 
fail. 
Other criticisms of developmentally appropriate practice (DAP) is the notion that 
child development is the curriculum or is the only determinant of curriculum or the 
only justification for appropriate practice (Kessler, 1991; Spodek, 1991). Kessler 
(1991) argued that just knowing child development does not enable teachers to help 
children effectively function in a multicultural society. Teachers must acquire and 
implement knowledge relating to cultural perspectives into a curriculum to foster young 
children's optimal development. 
Although developmentally appropriate practice has been the subject of thoughtful 
criticism (Delpit, 1988; Jipson, 1991; Kessler, 1991), it appears that most of the issues 
raised may be the result of misinterpretations. One of the misinterpretations by critics 
of developmentally appropriate practice appears to have ignored one dimension of the 
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DAP definition-individual appropriateness. For example, some critics argued that DAP 
is a set of rigid standards for all American children (Jipson, 1991; Kessler, 1991). 
This interpretation is overgeneralized (Bredekamp & Rosegrant, 1992). DAP are 
guidelines for early childhood curriculum designed to promote individual children's 
growth patterns, strengths, interests, and experiences (Bredekamp, 1987). Bredekamp 
(1987) suggested that the content of early childhood curriculum is determined by many 
factors such as the subject matter of the disciplines, social or cultural values, and 
parental desires. For content and teaching strategies to be appropriate, they must be 
individually appropriate. Thus, good early childhood programs must adapt DAP 
guidelines for individual diversity of all kinds, including the identified special needs of 
children, the cultural values of children's families and communities, children's varied 
interests, the individual variation in growth, development, and learning rates and styles 
among different children (Bredekamp & Rosegrant, 1992). 
Perhaps the most controversial criticism of DAP is that the NAEYC's position 
statement of developmentally appropriate practice (DAP) applies only to certain types 
of children, usually assumed to be white, middle-class children (Jipson, 1991; Kessler, 
1991; Swadener & Kessler, 1991). This criticism raises a valid issue and is definitely 
an area in which much more work is needed. However, this interpretation that DAP 
are guidelines only written for white-middle class children may have ignored the 
critical dimension of individual appropriateness in the DAP definition. By definition, 
developmentally appropriate programs must be responsive to individual and cultural 
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variation (Bredekamp, 1987). That is, early childhood programs must be 
developmentally appropriate and culturally appropriate for all children (i.e., African 
American, White, Hispanic, Native American, or Asian). In efforts to resolve the 
criticism that DAP is only for white middle-class children, work maybe needed in 
providing additional and/or alternative developmentally appropriate curriculum 
guidelines tliat specifically match children's varying cultures. 
The debate of what is "developmentally or culturally appropriate" for groups of 
children has fueled some curricular changes (Bowman, 1993). Some advocates 
proposed an inclusion of different cultural perspectives into the preexisting method of 
early childhood education; thus, this inclusion created a new multicultural and antibias 
curriculum (Derman-Sparks, 1989). 
Multicultural and antibias education 
According to figures reported by the Children's Defense Fund (1989), by the year 
2(X)0, there will 2.4 million more Hispanic/Latino children; 1.7 million more 
Black/African American children; 483,000 more children of other races; and 66,000 
more White/non-Hispanic/Latino children. Additionally, at least S3 United States cities 
will be predominantly non-White (Education Week, May, 1989). By the end of the 
1990s, many schools will consist of a majority of students of color. The 
aforementioned statistics called for a reconceptualization of the educational system in 
the United States schools (Miller-Marsh, 1992). Currently, one of the major goals in 
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early childhood education is to become more sensitive to the cultural variations of 
children. 
Recent trends in early childhood education have given a more important role to the 
self and social development of the preschooler and primary age child. The basis of a 
healthy adult begins at an early age and educators who are concerned about creating a 
healthy, literate society are emphasizing the importance of good early childhood 
education (Eliason & Jenkins, 1990). Therefore, while our society is steadily 
becoming more heterogeneous, the need to be cross-culturally competent is emerging 
as an essential for people who work with young children (Lynch & Hanson, 1992). 
Lynch and Hanson (1992) suggested that the need to be culturally competent is critical 
for child-care providers, educators, psychologists, physical therapists, occupational 
therapists, speech-language therapists, and assistants in educational settings. For 
example, educators must be knowledgeable of family beliefs about childrearing 
practices and developmental expectations. In addition, people who work with young 
children and their families must be sensitive to differences in communication style, 
values, cultures, decision making, and expectations (Lynch & Hanson, 1992). 
Currently, one of the major goals in early childhood education is to become more 
sensitive to the cultural variations of children (York, 1991). Early childhood programs 
are attempting to incorporate a component that emphasizes a multicultural perspective. 
What is multicultural education? York (1991) concluded that multicultural 
education encompasses a twofold purpose. Multicultural education refers to the 
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strategy 1) to prevent and eliminate the development of prejudice and racism in 
children, and 2) to help children learn how to live cooperatively with people who are 
different from themselves. Furthermore, York (1991) concluded that multicultural 
education includes awareness of one's own culture and/or ethnic heritage, exposure to 
other cultures (i.e., increasing one's comfort zone and respect for other cultures), and 
building an understanding of other cultures. 
Grant (1979) reflects a different viewpoint of multicultural education. He prefers 
the phrase Education that is Multicultural (EMC) because "multicultural" used as an 
adjective modifies or restricts the meaning of education. By stating it in a more active 
form, according to Swadener (1988), the EMC concept conveys a persuasiveness of 
"cultural inclusion" in all aspects of the educational environment and in all subject 
matter and classroom experiences. EMC reflects not only a commitment to the 
representation and fair presentation of cultural issues, but it also encompasses the 
related issues of gender, class, physical and mental ableness, and age (Sleeter & Grant, 
1987). 
Among the many programs embracing a curriculum that is multicultural, Head 
Start, a federally funded early childhood program for preschool children and their low 
income families, took an active stance incorporating a multicultural perspective for its 
agencies and respective program staff (Head Start Bureau, 1991). As a result of 
efforts by the Head Start Multicultural Task Force, multicultural principles were 
developed to form a framework for multicultural programming. The principles 
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supporting the multicultural framework are as follows: 1) every child is rooted in 
culture; 2) cultural groups represented in the communities and families of each Head 
Start program are the primary sources for culturally relevant programming; 3) cultural 
relevant and diverse programming requires learning accurate information about the 
culture of different groups and discarding stereotypes; 4) cultural relevance in making 
curriculum choices is a necessary, developmentally appropriate practice; S) every child 
has the right to maintain his or her own identity while acquiring the skill required to 
function in a diverse society; 6) continue the development of children's primary 
language while facilitating the acquisition of English; 7) staff reflect the people of the 
community and families served; 8) multicultural programming enables children to 
develop an awareness of, respect for, and appreciation of individual cultural 
differences; 9) culturally relevant and diverse programming examines and challenges 
institutional and personal biases; and 10) culturally relevant and diverse programming 
and practices are incorporated (Head Start Bureau, 1991). All Head Start components 
and their services (i.e., education, nutrition, health, disabilities, social services, and 
parent involvement) were challenged to implement the aforementioned principles of 
multicultural programming. 
Although many early childhood programs, as well as early childhood educators and 
child and family advocates, have embraced education that is multicultural (Ramsey & 
Derman-Sparks, 1992), they are struggling with creating more culturally compatible 
and inclusive ways of doing so. For many years, strategies for education that is 
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multicultural and strengthening of human relations have been applied to progressively 
younger children. However, too often when one would think of education that is 
multicultural, foods, holidays, and different customs come to mind. These applications 
have taken an additive and superficial approach that promotes a "tourist curriculum" 
(Derman-Sparks, 1989), rather than threading these cultural aspects throughout the 
curriculum. The tourist approach does little for the goals of education that is 
multicultural. Instead, it hinders children by reinforcing the idea that people who are 
different from them lived long ago and all they did was eat funny food, danced, and 
wore weird clothes (York, 1991). Moreover, a tourist approach may increase 
children's biased views and/or misconceptions about people outside of their own 
cultural or ethnic group. 
Within the past few years, a strong effort has been put forth to promote education 
that is antibias, as well. What is antibias education? In a global sense, York (1991) 
defined antibias education as focusing on changing inequality and the sources of 
stereotypes; it prepares children to challenge the social structure that perpetuates 
injustice. Furthermore, York (1991) suggested that antibias education refers to the 
following; I) strategies to enable children to comfortably explore the differences and 
similarities that make up our individual and group identities; 2) strategies to develop 
skills for identifying and countering the hurtful impact of bias on themselves and their 
peers; and 3) strategies to promote understanding and compassion of others relative to 
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race, gender, ability, and physical and mental ableness. Moreover, antibias education 
includes learning about stereotyping and discriminatory behavior ( York, 1991). 
From a more specific perspective, antibias curriculum, according to Derman-
Sparks (1989), is valued-based. An antibias curriculum unveils the issues between 
respecting differences and not accepting unfair beliefs and acts. Instead of covering or 
ignoring uneasy issues, antibias curriculum causes teachers and children to confront 
them. Derman-Sparks (1989) further suggested that antibias teaching requires critical 
thinking and problem solving by both children and adults. 
Sleeter and Grant (1987) examined sixty books and two hundred articles on how 
multicultural and antibias education is taught in the United States. As a result, they 
identified the following five approaches: 1) teaching the culturally different approach; 
2) single group studies approach; 3) human relations approach; 4) multicultural 
approach; and 5) education that is multicultural and social constructionist approach. 
Each approach was developed between the 1960s and late 1980s and generated its 
unique assumptions, goals, content, and methods. Currently, there is no one approach 
that is more effective than another because no supporting research studies have 
compared the effects of different multicultural education programs on children's 
development and learning (Sleeter & Grant, 1987). 
Teaching the culturally different was one of the first educational approaches to 
multiculturalism in the United States, and was based largely on assimilationist 
principles. In general, this approach focuses on building tolerance of people from the 
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nondominant cultural and ethnic group. Although, many contemporary early childhood 
programs have rejected this approach, a number of major early childhood projects and 
programs which emphasized early intervention or prepare dominant culture teachers to 
work with poor children and children of color employ this model (Swadener, Cahill, 
Miller-Marsh, & Arnold, 1993). According to Swadener and colleagues (1993), the 
problems of this approach is in its framing of the "other," and the subtle implication 
that there are dominant culture people and there are those who are culturally 
"different." 
The single group or ethnic studies approach is applied less frequently in early 
childhood settings. This approach is popular at the college level with departments or 
degree programs such as African American studies, Latin American studies, and 
women studies. The goals of single group studies are to teach appreciation of one's 
own culture, to raise cultural awareness, and to encourage individuals to take action on 
behalf of their people. Moreover, the curriculum includes learning about the historical 
influences, cultural patterns, and current issues that influence or affect the culture 
(Sleeter & Grant, 1987). 
A growing movement within curriculum studies and education reform is the 
recognition that many of the unexamined assumptions about what should be learned and 
how it should be taught are grounded deeply in a Eurocentric world view, including 
assumptions about how children learn (Comer, 1980). According to Kessler and 
Swadener (1992), the aforementioned notion is particularly problematic in early 
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childhood education, in which many of the prevailing assumptions of child development 
theory and "best practices" have been either colorblinded or based on Eurocentric, 
often middle class, ideals of optimal early childhood experiences. Thus, in the past 
decade, the outreach efforts for Afrocentric approaches to curriculum, including early 
childhood curriculum, have been growing rapidly (e.g., Hale, 1986, 1992; Kunjufa, 
1984). 
Of the five approaches identified by Sleeter and Grant (1987), human relations is 
the model most frequently applied in early childhood settings. This approach include 
helping children communicate with, accept, and get along with people who are 
different from themselves, reducing or eliminating stereotypes, and helping children 
develop a healthy self-esteem and identity (Swadener, 1989). A major focus in the 
human relations approach, as well as in other approaches to education that is 
multicultural, is on the importance of teachers using nonstereotypic materials with 
children. Although the human relations approach is most frequently applied, it should 
be noted that issues such as poverty, institutional racism, sexism, ableism, and other 
forms of oppression in the dominant society are not fiilly addressed in the curriculum. 
The multicultural approach advocates the United States is like a "tossed salad" 
(York, 1991) and that diversity strengthens our society. This approach provides 
children with a message that it is all right to be different; differences are perceived as 
good, not bad. In addition, multicultural education approach emphasizes equality 
issues such as people deserving the same opportunities regardless of race, gender, 
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class, religion, ability, or physical and mental ableness. Furthermore, this approach 
helps children learn about contributions and characteristics of cultures represented in 
their classroom and community (York, 1991). 
Although the human relations model was cited as being more frequently applied in 
early childhood settings, the education that is multicultural and social reconstructionist 
is surfacing more in early childhood classrooms. The education that is multicultural 
and social reconstructionist, more commonly know as antibias, goes beyond more 
typical forms or interpretations to include race, class, gender, age, and exceptionality 
(Swadener, Cahill, Miller-Marsh, & Arnold, 1993). This construct also emphasizes 
preparing children to critically think about and challenge oppression based on race, 
social class, gender, and ability, in their school, community, and society (Sleeter & 
Grant, 1987). Early childhood researchers (e.g., Clemens, 1988; Derman-Sparks, 
1989; Phillips, 1988; Ramsey, 1988; Soto, 1991; Swadener, 1988, 1989) have stressed 
the importance of addressing multicultural and antibias issues with children in 
developmentally appropriate and culturally authentic ways. For example, Phillips 
(1988) emphasizes the importance of developing education that is multicultural into a 
process of action through which children gain clarity about the conditions of our 
society and how to change them; in this basis, adults design appropriate curricular 
strategies for schools and early childhood programs. 
Perhaps one reason for the popular use of a multicultural and antibias approach in 
early childhood classrooms is based on the work of a task force of early childhood 
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educators and scholars. Antibias Curriculum: Tools for Empowering Young Children 
(Derman-Sparks & the A.B.C. Task Force, 1989) presents one of the first curricula to 
apply education that is multicultural for toddler through kindergarten settings. In 
applying an antibias or social reconstructionist perspective to early childhood programs, 
a number of challenging issues are apparent. First, young children lack 
"developmental readiness" or cognitive capacity to deal with cultural content; they lack 
the ability to perceive ideas beyond their own lived cultures, such as the significance of 
traditions to cultures, have a sense of the history and understand the issues of a group 
of people, or even recognize stereotypes (Swadener & Miller-Marsh, 1993). 
Arguments against addressing complex cultural information with preschool and 
kindergarten children (e.g., Ramsey & Derman-Sparks, 1992) tend to emphasize the 
child's egocentrism and relative lack of understanding of time, distance, history, and 
symbolism, making it difficult for children to avoid superficial or stereotypic 
conceptions. The importance of enhancing young children's sense of self, power to 
make authentic choices, and opportunities to interact with diverse peers cannot be 
underestimated in any multicultural recommendations for caregivers, teachers, and 
parents working with young children (Swadener & Miller-Marsh, 1993). However, it 
should be noted that the risk of providing a glimpse or tour of diverse cultures poses a 
real concern. Providing a glimpse of various cultures or ethnic groups outside 
children's own cultural or ethnic groups may increase children's biased views. 
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stereotypes, and misconceptions about other people they perceive as different (York, 
1991). 
Several early childhood authors have argued that young children can better 
understand information about ethnic diversity after they have had a number of concrete 
experiences dealing with shared human needs, self-awareness, and acceptance of 
individual and family differences (e.g., Bredekamp, 1987; Derman-Sparks, 1989; 
Swadener, 1989). Further, to assume that early childhood curricula, teachers, and 
environments need not reflect or incorporate the diversity of cultural, gender, 
linguistic, class, and racial perspectives is to neglect or avoid the responsibility of 
finding and/or creating developmentally appropriate ways to do so (Swadener & 
Miller-Marsh, 1993). 
Another theme that has grown out of the boundaries of special education and early 
childhood education is the promotion of full inclusion (Sapon-Shevin, 1991). 
According to Sapon-Shevin (1991, p. 1), creating an inclusive school or early 
childhood program in which all children feel acknowledged, valued, and respected 
"involves attending to what gets taught in addition to how the curriculum is delivered. 
Not only must teaching strategies be designed to respond to a broad range of student 
differences, but the curriculum itself must address the many ways in which students 
differ," as well as how they are similar. Children's understanding of developmental 
differences and fiili inclusion represents an integral part of education that is antibias 
(Swadener, 1988; 1989). 
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Teacher beliefs and classroom practices 
Applying the principles of what is thought to be developmentally appropriate into 
curricula for young children is viewed as an important component of quality 
(Bredekamp, 1987). However, the application of these principles into curricula 
requires teacher knowledge coupled with a thorough understanding of developmental 
sequences (Bowman, 1993). Therefore, it has been argued that the most essential 
element of a quality early childhood program is the personification (e.g., role, 
character, etc.) of the early childhood teacher (Almy, 1975; NAEYC, 1982). 
According to Almy (1975), one of the major threats to a quality early childhood 
program is an incompetent teacher. In fact, Piaget (1970) asserts that a teacher of 
young children should be highly intelligent and trained. According to Katz (1984), the 
teacher who has received quality training and education in child development and its 
application for early childhood practices, can make a significant contribution to 
children's development and learning. 
The literature provides evidence that supports the notion that the early childhood 
teacher plays a critical role in programs for young children (Almy, 1975; Feeney & 
Chun, 1985; Katz, 1984; NAEYC, 1982; Seefeldt, 1992). The early childhood teacher 
is the one to set the stage. The teacher is the one to implement the philosophy and 
practices aimed at fostering maximum growth and development of children. Moreover, 
the teacher is the decision maker. That is, the teacher is the one who make decisions 
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about the methods of instruction and supervision implemented which, in turn, impact 
what and how children learn (Eliason & Jenkins, 1990). 
Although it has been argued that the early childhood teacher must be 
knowledgeable of child development and appropriate practices, it is the decisions of the 
teacher that are viewed as the entity that influence every aspect of a program (Clark & 
Peterson, 1986). According to Derman-Sparks and Ramsey (1993), it is the teacher, 
the decision maker, that has a variety of ramifications in the implementation of 
appropriate principles into curricular for young children. 
Specifically, Roopnarine and Johnson (1993) suggested that teachers' knowledge, 
coupled with their beliefs, values, and interests, affect decisions relative to curriculum 
and teaching practices. Further, they suggested that teachers set the stage or design 
programs based on their own curricular sources. These sources are the following: 1) 
teacher's beliefs of what is important for children to learn; 2) teacher's underlying 
goals and values for children; and 3) teacher's attitudes, discomforts, and/or prejudices 
as decision devices (Roopnarine & Johnson, 1993). 
According to Eisenhart, Cuthbert, Shrum, and Harding (1989), a belief is an 
attitude consistently applied to activities in which a person holding the beliefs is 
engaged. In several reviews of the research relating to teachers' thought-processing, it 
has become an accepted idea that teachers' beliefs affect decisions, work activities, and 
teaching practices (Clark & Peterson, 1986; Eisenhart, Cuthbert, Shrum, & Harding, 
1989; Nespor, 1987). In fact, Spodek (1991) suggested that teachers' actions and 
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classroom decisions are driven by their perceptions and beliefs. He further suggested 
that teachers create conceptions of their professional world based upon their concept of 
reality. These conceptions grow out of the way teachers interpret their perceptions in 
terms of the theories they hold implicitly. Thus, these interpretations become the basis 
for teachers' decisions and teachers' actions in the classroom (Spodek, 1988). 
The implicit theory research looks at what teachers believe about the nature of 
children and how these beliefs are manifested in their practice. Findings show that 
teacher belief constructs surface in areas such as curriculum priorities, the role of 
children's needs and feelings, children's interests and choices, and the importance of 
social interaction among children (Rusher, McGrevin, & Lambiotte, 1992; Spodek, 
1988). Nespor (1987) studied the role of beliefs in the practice of teaching in a sample 
of eight teachers (two each in eighth-grade mathematics, eighth-grade English, eighth-
grade American history, and seventh-grade Texas history) across a course of a 
semester. As measures to study the relationship between beliefs and practices, 
videotaping teachers' classroom practices and using the videotapes to construct 
verbatim records of classroom action, as well as teacher interviews to generate data on 
teachers' beliefs were employed. Nespor (1987) found that teachers' beliefs and 
knowledge had a profound effect on the way they taught, as well as on the way 
students learned in the classroom. Nespor (1987) concluded that teachers' beliefs 
influenced teaching practices and the organization of knowledge and information 
relevant to these practices. Similarly, Peterson, Fennema, Carpenter, and Loef (1989) 
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studied the relationship between teacher beliefs and classroom practices in a sample of 
elementary school teachers regarding the implementation of a new math curriculum. 
Through the use of self-report questionnaires and self-report teacher interviews, 
Peterson et al. (1989) found that teachers' beliefs correlated with how they personally 
thought about teaching a new curriculum and to what extent they reported that they 
implemented the curriculum. Likewise, in their review of research on teachers' 
beliefs, Clark and Peterson (1986) analyzed nine studies examining the relationship 
between teachers' beliefs and teaching practices. Each study analyzed consisted of a 
sample of elementary school teachers teaching subjects such as English, math, and 
reading in grades first through sixth. As measuring tools, teacher interviews and 
classroom observations were used. From their review of the results of these studies on 
teachers' beliefs and practices, Clark and Peterson (1986) found that teachers 
consistently employed practices that were related to their beliefs, particularly in 
orientations such as curriculum and children's learning. Thus, Clark and Peterson 
(1986) concluded that teachers' teaching practices are guided by a personally held 
system of beliefs. 
Researchers, who focused on teacher beliefs relative to their practices in the 
classroom, reported that teachers implement educational policies or methods according 
to the "fit' or compatibility with their beliefs (Bauch, 1984; Eisenhart et ai., 1989; 
Heath, 1983; Wolcott, 1977). Some researchers have suggested that when teachers 
consider educational policies or methods to be compatible with their beliefs, they 
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reflected a tendency to take ownership (Eisenhart, et al., 1989) For example, Heath 
(1983) examined the desegregation policies of the early 70s and how teachers held a 
belief they could improve the school performance of culturally different children. With 
a small observation sample of elementary school teachers, Heath (1983) found that, 
based on teachers' beliefs of their role to improve the school success rate of Black and 
White working-class children, some teachers adjusted their instructional methods to be 
more compatible with the socialization of the children in their classrooms. 
In contrast, other researchers disagree with the notion that teachers' belief 
constructs surface in their classroom practice (e.g., Isenberg, 1990). In a review of 
research on teacher thinking and beliefs and classroom practice, Isenberg (1990) 
pointed out that the research on teacher thinking indicates that there are inconsistencies 
between teachers' beliefs and their actual practice. Isenberg (1990) argues that an 
important task for researchers is to collaborate with practitioners to identify their 
beliefs and translate them into standards of practice. Thus, it was concluded by 
Isenberg (1990) that more research is needed to analyze teachers' beliefs as they relate 
to practice. 
Currently, the educational system is under reform (Comer, 1992). Because of 
growing concerns about the issues of ethnicity, gender, and children's self-esteem in 
the classroom, teachers of young children are being strongly encouraged to modify 
their early childhood programs to reflect a multicultural and antibias perspective 
(Derman-Sparks, 1989). This modification encompasses recognizing the value and 
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importance of each child, while respecting and accepting each child's culture, race, 
ethnicity, religion, class, gender, physical and mental ableness (Hendrick, 1988; 
Kessler, 1991). 
Based on research that reported teachers' beliefs, values, and interests effect 
curriculum and teaching practices (Clark & Peterson, 1982; Eisenhart et al., 1989; 
Nespor, 1987; Rusher, McGrevin, & Lamiotee, 1992; Spodek, 1988), the following 
question may be asked: What are the implications of teachers' beliefs, perceptions, or 
ownership of incorporating a component that is multicultural and antibias? In other 
words, what do tochers think about education that is multicultural and antibias? 
According to Derman-Sparks (1989), the development of a curriculum that is 
multicultural and antibias depends largely on the teacher and his/her selection of 
curriculum activities and instructional materials. Therefore, teachers are the most 
critical element in incorporating education that is multicultural and antibias. Ramsey 
(1987) postulated that the teacher's beliefs, knowledge, attitudes, and skills will 
influence this process. The following discussion will highlight some interesting points 
reflected in the literature about teacher's beliefs relative to their implementation of a 
multicultural and antibias component in their curriculum. 
In their training of teachers and observations of a wide variety of programs, Jones 
and Derman-Sparks (1992) concluded that teachers' beliefs and assumptions about 
diversity influenced their classroom practices. For example, teachers commonly 
reflected a "colorblind" approach to diversity. That is, they were proud to declare 
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that they did not notice the color of the children in their classroom. This argument 
ignores that fact that we live in a diverse society (Jones & Derman-Sparks, 1992). 
Therefore, it could be speculated that these teachers will not take on the challenge of 
implementing diversity in their early childhood programs. 
Another common assumption or belief among teachers is that young children are 
unaware of racial differences. Because of children's unawareness, some teachers argue 
that talking about racial differences in their classrooms will create racial problems that 
do not exist (Bowman, 1993; Jones & Derman-Sparks, 1992). This perception of 
teachers that children are unaware of racial differences is inconsistent with research 
findings. Research shows that children do notice racial and/or ethnic differences 
(Spencer, 1987; Williams & Morland 1976). Specifically, research shows that children 
notice racial and/or ethnic differences by the age of 3 years. Moreover, as children 
become older, awareness of racial and/or ethnic differences increases (Phinney & 
Rotheram, 1987; Ramsey, 1987). 
Perhaps the most visible and controversial research conducted relating to children's 
racial awareness was done between 1939 and 1950. In a series of pioneer studies 
conducted by Clark and Clark (1939, 1940, 1947) examining children's racial 
awareness, preference, and identification, African American preschool children were 
found to express a tendency to prefer white objects, such as dolls, over brown objects. 
In concurrence of these findings, Williams and Morland (1976) found that both African 
American and White children showed evidence of a white bias at the age of 3-4 years. 
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Thus, the Clarks (1939) and Williams and Morland (1976) concluded that children are 
indeed aware of racial differences. However, it should be noted that the above 
findings showed a self-rejection paradigm and revealed evidence of what has been 
learned by the American society. Spencer (1987) postulated that children, especially 
African American children, often make a white-biased choice because society teaches 
them that "white" is the right answer. 
It is also true that children are aware of sexual differences (anatomical) at an early 
age, as well as gender roles as they are traditionally conveyed by the environment that 
surrounds them (Derman-Sparks, 1989; Hendrick, 1980). According Hoing (1983) and 
Roopnarine (1984), children engage in "gender-appropriate" behavior by four to five 
years of age. Moreover, children acquire awareness about traditional gender roles 
and/or stereotypes because society strongly dictates biased views (Derman-Sparks, 
1989). 
Based on research findings supporting the notion that children notice differences 
between people and often take on biased views as conveyed and/or defined by society, 
it appears reasonable to teach the value of differences, acquaint children with the 
various cultures of their classmates, friends, and people in the community (Hendrick, 
1988), and counter the biases that children absorb from society (Jones & Derman-
Spark, 1992) during the early childhood years. Thus, it is essential that teachers 
understand, accept, and adopt (i.e., take ownership) the idea that a multicultural and 
antibias perspective is crucial in preparing children to live in a diverse society. 
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Some teachers argue that because they have a homogeneous class (e.g., a class of 
all Black/African American or White/Caucasian children), there is not a need to 
implement a multicultural and antibias curriculum (Jones & Derman-Sparks, 1992). 
This view ignores the reality that we live in a society of many people with many races, 
cultures, and languages. Because all children live in this diverse society, they are or 
will be exposed to races and cultures different from their own. In addition, because 
children live in a diverse society, they are or will be exposed to the biases still 
pervasive in our country (Jones & Derman-Sparks, 1992). Thus, Derman-Sparks 
(1992) suggested that it is important to implement a curriculum with a multicultural 
and antibias perspective regardless of the homogeneity of the class. A curriculum that 
is multicultural and antibias equips children with knowledge about cultures different 
from their own, as well as, counters the biases that dominant-culture children absorb 
from society (Jones & Derman-Sparks, 1992). However, implementing a curriculum 
with a multicultural and antibias perspective in a homogeneous class does not mean 
ignoring the culture of the children served. Derman-Sparks and Ramsey (1993) 
suggested that implementing a multicultural and antibias curriculum without first 
creating an environment and teaching styles that are reflective and consistent with 
children's home culture may unintentionally result in culturally oppressive teaching. 
Teachers must provide a proper balance. 
The process of teachers understanding, accepting and adopting this whole notion of 
diversity and its incorporation into classroom practices presents a challenge. In a 
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recent study that examined teachers' priorities for instruction, Bautz (1993) found that 
highly experienced teachers who have been teaching more than twenty years are 
concerned with self-esteem of the children they teach and the rapport they have with 
the children in their classroom. Moderate concern was providing children with the 
same opportunities regardless of gender and their knowledge of child development. 
However, of least concern to these teachers was providing education for diverse ethnic 
groups or talking about diverse cultural needs in class discussions. 
In contrast, some teachers have taken on the challenge of incorporating diversity 
into their classroom instruction; however, the implementation has been done in a 
narrowly conceptualized way (Banks, 1993). For example, Derman-Sparks (1989) 
found that teachers were confming children's learning about different cultures and/or 
ethnic groups to units or themes studied in one week. This method is called the 
"tourist" approach because "it's like taking a short trip" (York, 1991, p. 26). 
According to Banks (1993), when the aforementioned approach is utilized, teachers 
have conceptualized multicultural education only as content addition rather than content 
integration. 
To be effective, a multicultural and antibias curriculum must be conceptualized 
broadly (Banks, 1993) and integrated into all aspects of the curriculum (Derman-Sparks 
& Ramsey, 1993). Teachers must create a culture within the classroom that clearly 
communicates that each child is valued and included, as well as respected and accepted 
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(Hendrick, 1988; Ramsey, 1987), regardless of race, culture, ethnicity, sex, or 
physical and mental ableness. 
In support and guidance efforts of teachers' challenge in teaching diversity, 
Derman-Sparks and the Antibias-Curriculum Task Force (1989) formulated four goals 
and developmental expectations of multicultural, antibias curriculum for young 
children. The following multicultural, antibias framework of goals include children's 
developmental acquisition of knowledge, skills, and attitudes: 1) to foster each child's 
constructions of a knowledgeable, confident self-identity; 2) to foster each child's 
comfortable, empathetic interaction with diversity among people; 3) to foster each 
child's critical thinking about bias; and 4) to foster each child's ability to stand up for 
herself or himself and for others in the face of bias (Derman-Sparks, 1992). 
According to Derman-Sparks (1992), the formulated framework only describes general 
developmental trends for children and will vary in group cultural experiences, as well 
as individual experiences. 
Theoretical framework 
Perhaps the major theoretical perspective, in particular, that has significantly 
influenced how children learn and develop is Vygotsky's sociocultural theory. In 
general, Vygotsky's sociocultural theory describes the critical connection between 
children's cultural context and their learning and thinking. Moreover, Vygotsky's 
sociocultural theoretical perspective yields processes and support for weaving cultural 
and antibias sensitivity into an early childhood curriculum, as well as strategies for 
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building cultural and antibias awareness in children. In the following discussion, the 
sociocultural theory will be presented and then related to possible application practices 
in the classroom regarding a curriculum that is multicultural and antibias. 
Central to Vygotsky's sociocultural theory is to deny the strict separation of the 
individual and its social environment. That is, the individual and the social 
environment are conceived as mutually constitutive elements of a single, interacting 
system; cognitive development is treated as a process of acquiring culture (Wertsch, 
1985). Perhaps the most basic idea of Vygotsky's sociocultural theory about the social 
origins of individual mental functioning is expressed in his "general law of cultural 
development," where Vygotsky proposes that "any function in the child's cultural 
development appears twice, or on two planes. First it appears on the social plane and 
then on the psychological plane. First it appears as an interpsychological category and 
then within the individual child as an intrapsychological category" (Vygotsky, 1981, p. 
163 cited in Wertsch & Tulviste, 1992, p. 549). Furthermore, Vygotsky proposes that 
"the levels of generalization in a child correspond strictly to the levels in the 
development of social interaction. Any new level in the child's generalization signifies 
a new level in the possibility for social interaction" (Vygotsky, 1956, p. 432, cited in 
Wertsch, 1985, p. 148). 
Vygotsky believed that knowledge is action directed by communicative speech 
(Rogoff, 1990; Vygotsky, 1978). Specifically, according to Vygotsky's sociocultural 
theory (1978), children internalize knowledge and skills through social interactions with 
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adults and more mature and experienced peers, as well as through their own actions. 
Furthermore, Vygotsky (1978) theorizes that development is conceived in an ongoing 
process of mutual exchange between an intellectually and socially active child and more 
mature members of his or her community. He further states, as described by Rogoff 
(1990), that children learn to make sense of concepts from experiences through social 
interaction, dialogue, and mutual adjustment with adults and more mature peers. 
Vygotsky views teaching and learning as a social activity characterized by the 
transmission of speech. The speech of adults and more mature peers play an important 
role in guiding a learner in any task, gradually shifting the responsibility of task 
completion to the learner. Therefore, language serves a dual role, a communicative 
function and a cognitive function. Vygotsky (1978) contends that through the use of 
cultural tools, the process of shifting human cognitive activities from other-regulation 
(i.e., shifts from adults or mature peers) to self-regulation (i.e., individual taking 
responsibility) is affected by what Vygotsky coined the individual's "zone of proximal 
development." The zone of proximal development (ZPD) is defmed as the distance 
between a child's actual level of functioning and the higher level of potential 
functioning. The actual developmental level is determined by independent problem 
solving, whereas the level of potential development is determined through problem 
solving with the guidance, support, or collaboration with an adult or more mature peers 
(Vygotsky, 1978). 
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Vygotsky views language as a tool of immense power. Language ensures that 
linguistically created meanings are shared meanings and social meanings. That is, 
words that already have meaning for mature members in a cultural group come to 
share the same meanings for the younger member of the cultural group in the 
interaction process. Thus, collaboration with another person (an adult or more mature, 
competent peer) in the zone of proximal development leads to development in 
culturally appropriate ways (Tudge, 1990). 
Vygotsky believes that guidance and assistance from adults or more mature, 
competent peers are essential to learning. A key element in this role shifting process 
of learning is what Vygotsky termed scaffolding. Scaffolding involves the adult's 
controlling the elements of the task within the zone of proximal development 
(Vygotsky, 1978). Specifically, the adult reduces the steps in a task that are initially 
beyond the child's capacity and, thus, permits the child to complete only those steps of 
a tasks within the range of the child's competence. The adult then proceed to define 
and redefine the task so that the child will become actively involved in completing the 
task. When the child has reached understanding of the task, he/she moves on without 
assistance from the adult (Vygotsky, 1978; Wertsch, 1985). 
Vygotsky stresses that interpersonal situations are important for guiding children in 
their development of skills and behaviors. Working within the zone of proximal 
development, adults scaffold children in carrying out activities that are beyond the 
children's individual skill; this joint problem solving provides children with information 
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appropriate to stretch their individual skills (Rogoff & Morelli, 1989). In support of 
Vygotsky's sociocultural view, Cole and Scribner (1981) argue that the zone of 
proximal development is where culture and cognition create each other. 
Although the ideas described in Vygotsky's sociocultural theory were not 
postulated specifically as a basis for teaching, his ideas do offer a framework for 
instructional implications and applications, particularly as they relate to weaving 
cultural and antibias sensitivity into an early childhood curriculum. The following 
discussion will relate Vygotsky's approach to teaching practices regarding a curriculum 
that is multicultural and antibias. 
Education that is multicultural and antibias involves helping children understand, 
accept, and respect diversity in people, as well as to help children challenge social 
structures such as bias (Derman-Sparks & Ramsey, 1993; York, 1991). To apply 
Vygotsky's sociocultural perspective to the classroom relative to the implementation of 
a curriculum that is multicultural and antibias, teachers must engage children in 
continual mutual dialogue in order to help children make sense of concepts related to 
diversity (e.g., bias, prejudice, cultural similarities and differences, stereotypes, etc.). 
In addition, mutual dialogue will help children make connections to what they already 
know and have experienced relative to diversity issues in their lives, especially those 
diversity issues related to children's unique cultures. Particularly in the face of bias or 
prejudice behavior, for example, teachers must involve a type of scaffolding process 
within children's zone of proximal development that will enable children to solve 
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problems and employ solutions to bias, prejudice, discrimination, etc. at and beyond 
their actual development. 
Summary and Conclusion 
Educating young children is a serious task for teachers (Derman-Sparks, 1992). 
Early childhood teachers are responsible for facilitating children's natural unfolding 
constructions of their environment (Piaget, 1952) through constant social exchange 
(Vygotsky, 1978). To enhance this process, teachers must provide a high quality early 
childhood program that provides a safe and nurturing environment that promotes the 
physical, social, emotional, and cognitive development of young children (Bredekamp, 
1987). According to early childhood scholars (e.g., Bredekamp, 1987; Elkind, 1987; 
Hendrick, 1988;), a major determinant in this process of educating young children is 
teachers* knowledge of child development and its application in program practices; that 
is, the degree to which the program is developmentally appropriate. 
However, in recent years, it has been argued that the most essential aspect in the 
early childhood education process is ensuring that each child, regardless of race, 
ethnicity, culture, sex, physical or mental ableness, will feel valued and included, as 
well as respected (Hendrick, 1988) and accepted. Educating children using a 
multicultural and antibias approach, will more likely ensure that each child is accepted 
and respected regardless of race/ethnicity, culture, gender, physical or mental ability. 
Thus, early childhood teachers are being challenged to apply child development 
knowledge to curriculum and program practices in a way that relates to cultural and 
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antibias perspectives in a developmentally appropriate manner (Bowman, 1993; 
Derman-Sparks, 1989; Kessler, 1991; Swadener, 1993). 
Teachers are the most critical element in providing a developmentally appropriate 
curriculum that is multicultural and antibias for young children (Derman-Sparks & 
Ramsey, 1993; Eliason & Jenkins, 1990; Swadener & Miller-Marsh, 1993). However, 
research suggested that teachers' knowledge, attitudes or beliefs, interests, and skills 
will influence the quality and effectiveness of the curriculum and teaching practices 
(Eisenhart, et al., 1989; Eliason & Jenkins, 1990; Nespor, 1987; Roopnarine & 
Johnson, 1993). Thus, because our society is rapidly becoming more heterogeneous 
which, in turn, has caused an increased need to restructure existing curricular by 
integrating cultural and antibias sensitivity, research on teachers' knowledge, attitudes, 
and skills relative to the implementation of a curriculum that is multicultural and 
antibias could offer some insights on how to equip children to live a diverse society. 
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IMPLEMENTATION OF A CURRICULUM THAT IS 
MULTICULTURAL AND ANTIBIAS; EXAMINATIONS OF TEACHER BELIEFS 
AND CLASSROOM PRACTICES 
A paper to be submitted to Early Childhood Research Quarterly 
Valerie Jarvis Samuels and Susan M. Hegland 
Abstract 
Early childhood teachers (N = 252) completed a survey that reflected their beliefs 
of importance and their perceived skill levels regarding a curriculum that is 
multicultural and antibias (CMA). Thirty of 252 early childhood teachers were 
selected for classroom observations followed by teacher interviews to examine the 
relationship between teachers' beliefs of importance, perceived skill levels, and 
observed teaching practices regarding the implementation of a CMA. The results 
indicated that early childhood teachers perceived a curriculum that is multicultural and 
antibias as high in importance and perceived their skill levels as moderate. Although 
early childhood teachers perceived a CMA as high in importance and perceived their 
skill levels as moderate, their professed beliefs and skill levels were not correlated with 
their observed teaching practices. Early childhood teachers with more heterogeneous 
classes were found to be more likely to demonstrate classroom practices of a 
curriculum that is multicultural and antibias. Implications of findings and directions 
for future research are discussed. 
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Introduction 
There is widespread attention regarding education that is multicultural and antibias. 
By stating "multicultural and antibias" in a more active form relative to education, the 
concept conveys a pervasiveness of "cultural inclusion" in all aspects of the curriculum 
and in all classroom experiences. A curriculum that is multicultural and antibias 
(CMA) reflects not only commitment to the representation and fair presentation of 
cultural issues, but CMA also involves issues related to gender, class, physical and 
mental ability/disability, and age (Sleeter & Grant, 1987). 
Specifically, education that is multicultural recognizes the cultural, ethnic, gender, 
religious, ability, and physical and mental ableness of diverse groups of people. 
Additionally, education that is multicultural is a concept that, when translated into 
curricula and teachers' attitudes, recognizes, accepts, and allows people from all ethnic 
and cultural groups to be proud of their own cultural background (Banks, 1988). 
Thus, the goal of education that is multicultural is to broaden each child's awareness of 
various groups of people (e.g., cultural, ethnic, physical or mental ableness, etc.), their 
needs, hopes, and dreams. The optimal goal of education that is multicultural is to 
promote understanding of, respect for and acceptance of all cultural groups, thereby, 
enabling cultural groups to attain equal educational opportunity. According to Banks 
(1988), this goal can be attained by changing the total education environment. Banks 
(1988) suggested that multiethnic education promotes a society and school environment 
that is reflective of ethnic diversity. He further suggested that a modiflcation goal for 
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the total school environment, including teacher attitudes, curriculum, teaching 
strategies, and materials is needed, so that children can develop the knowledge, 
attitudes, and skills needed to understand and participate effectively in a highly 
interdependent and international society (Banks, 1988). 
An extension of education that is multicultural is an antibias curriculum 
component. Antibias curriculum is an integrated curriculum which attempts to be 
culturally inclusive and proactive in examining, in developmentally appropriate ways, 
forms of bias, stereotypes, and misinformation that contribute to a climate of 
oppression (Derman-Sparks, 1989). Antibias curriculum not only addresses the race 
and ethnicity of a child, but it also includes the dimensions of gender, language, 
religion, sexual orientation, physical and mental ableness, and class (Miller-Marsh, 
1992; Swadener, Cahill, Miller-Marsh, & Arnold, 1993). Antibias curriculum is to 
challenge existing prejudices, stereotypes, and discriminatory behavior and attitudes in 
children's development and interactions (Derman-Sparks, 1989). Not unlike education 
that is multicultural, an antibias component incorporates lessons and activities that 
directly addresses cultural diversity. Therefore, the goals of an antibias curriculum are 
to "enable every child to construct a knowledgeable confident self identity; to develop 
a comfortable, empathetic, and just interaction with diversity; and to develop critical 
thinking and skills for standing up for oneself in the face of injustice" (Derman-Sparks, 
1989, p. ix). 
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Within the past decade, many early childhood educators and scholars, as well as 
child and family advocates have embraced education that is multicultural and antibias 
(Ramsey &. Derman-Sparks, 1992), but have struggled with creating more culturally 
compatible and inclusive programs for children of diverse backgrounds. It has only 
been within the past five years that a concerted effort to promote education that is 
multicultural and antibias in the early childhood years (i.e., preschool through primary) 
has been initiated (Swadener & Miller-Marsh, 1993). Early childhood educators and 
child and family advocates are committing themselves to fostering understanding of, 
acceptance of, and respect for diversity and providing equal educational opportunities 
to all children regardless of race/ethnicity, gender, culture, class, and 
ability/disability. Specifically, early childhood classrooms are putting more emphasis 
on integrating a culturally inclusive world view into all areas of the curriculum and 
confronting bias, prejudice, and discrimination that will equip children to live in this 
diverse society (Derman-Sparks & Ramsey, 1993; Swadener & Kessler, 1991; York, 
1991). 
According to Derman-Sparks and Ramsey (1993) and Garcia (1991), the process of 
implementing education that is multicultural and antibias include teachers' examination 
of their own multicultural and antibias awareness, existing teaching practices and 
planned experiences, and considerations of children's cultural, racial/ethnic identities, 
learning styles, and needs, as well as family priorities and concerns. From classroom 
observations, Jones and Derman-Sparks (1992) found that teachers and support staff 
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are finding it challenging to implement practices that accommodate the diversity of 
children in their respective programs. Jones and Derman-Sparks (1992) conducted 
training for teachers; they found that teachers' assumptions about diversity influenced 
their classroom practices. For example, teachers commonly reflected a "colorblind" 
approach to diversity. That is, they were proud to declare that they did not notice the 
color of the children in their classroom. This argument ignores that fact that we live in 
a diverse society (Jones & Derman-Sparks, 1992). Therefore, it could be speculated 
that these teachers will not take on the challenge of integrating diversity in their early 
childhood programs. 
Another common assumption among teachers is that young children are unaware of 
racial differences. Because of children's unawareness, some teachers argue that talking 
about racial differences in their classrooms will create racial problems that do not exist 
(Bowman, 1993; Jones &. Derman-Sparks, 1992). This perception of teachers that 
children are unaware of racial differences is inconsistent with research fmdings. 
Research shows that children do notice racial and/ethnic differences (Spencer, 1987; 
Williams & Morland 1976). Specifically, research shows that children notice racial 
and/ethnic differences by the age of 3 years. Moreover, as children become older, 
awareness of racial/ethnic differences increases (Phinney & Rotheram, 1987; Ramsey, 
1987). 
It is also true that children are aware of sexual differences (anatomical) at an early 
age, as well as gender roles as they are traditionally conveyed by the environment that 
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surrounds them (Derman-Sparks, 1989; Hendrick, 1988). According to Hoing (1983) 
and Roopnarine (1984), children engage in "gender-appropriate" behavior by four to 
five years of age. Moreover, children acquire awareness about traditional gender roles 
and stereotypes because society strongly dictates biased views (Derman-Sparks, 1989). 
Based on research fmdings supporting the notion that children notice differences 
between people and often take on biased views as conveyed and defmed by society, it 
appears reasonable to teach the value of differences, acquaint children with the various 
cultures of their classmates, friends, and people in the community (Hendrick, 1988), 
and counter the biases that children absorb from society (Jones & Derman-Spark, 
1992) during the early childhood years. Thus, it is essential that teachers understand, 
accept, and adopt (i.e., take ownership) the idea that a multicultural and antibias 
perspective is crucial in preparing children to live in a diverse society. Moreover, it is 
the responsibility of the educational system and teachers to offer a learning 
environment that respects and is sensitive to the experiences, values, and attributes of a 
child representing any cultural, racial, or ethnic group. 
According to Derman-Sparks (1989), tlie development of a curriculum that is 
multicultural and antibias depends largely on the teacher and his/her selection of 
curriculum activities and instructional materials. Therefore, teachers are the most 
critical element in incorporating education that is multicultural and antibias. Ramsey 
(1987) postulated that the teacher's beliefs, knowledge, attitudes, and skills will 
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influence this process. The following discussion will highlight some interesting points 
reflected in the literature about teacher's beliefs and classroom practices. 
Teacher beliefs and classroom practices 
The literature provides evidence that supports the notion that the early childhood 
teacher plays a critical role in programs for young children (Almy, 1975; Feeney & 
Chun, 1985; Katz, 1984; NAEYC, 1982; Seefeldt, 1992). The teacher is the decision 
maker. That is, the teacher is the one who make decisions about the methods of 
instruction and supervision implemented which, in turn, impact what and how children 
learn (Eliason & Jenkins, 1990). 
Although it has been argued that the early childhood teacher must be 
knowledgeable of child development and appropriate practices, it is the decisions of the 
teacher that are viewed as the entity that influence every aspect of a program (Clark & 
Peterson, 1986). According to Derman-Sparks and Ramsey (1993), it is the teacher, 
the decision maker, that has a variety of ramifications in the implementation of 
appropriate principles into curricular for young children. 
Specifically, Roopnarine and Johnson (1993) suggested that teachers' knowledge, 
coupled with their beliefs, values, and interests, affect decisions relative to curriculum 
and teaching practices. Further, they suggested that teachers set the stage or design 
programs based on their own curricular sources. These sources are the following: 1) 
teacher's beliefs of what is important for children to learn; 2) teacher's underlying 
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goals and values for children; and 3) teacher's attitudes, discomforts, or prejudices as 
decision devices (Roopnarine & Johnson, 1993). 
The literature reflects several definitions of beliefs, most of which are driven by 
the purpose of researchers' studies. According to Eisenhart, Cuthbert, Shrum, and 
Harding (1989), a belief is an attitude consistently applied to activities in which a 
person holding the beliefs is engaged. Abelson (1979) defined beliefs in terms of 
people manipulating knowledge for a particular purpose or under a necessary 
circumstance. Brown and Cooney (1982) explained that beliefs are dispositions to 
action and major determinants of behavior. Sigel (1985) defined beliefs as "mental 
constructions of experience-often condensed and integrated into schemata or concepts" 
(p. 351) that are held to be true and that guide behavior. 
Although the literature reflects variations in the definition of beliefs, research 
relating to teachers' thought-processing indicate an accepted idea that teachers' beliefs 
affect decisions, work activities, and teaching practices (Clark & Peterson, 1986; 
Eisenhart et al., 1989; Nespor, 1987). In fact, Spodek (1991) suggested that teachers' 
actions and classroom decisions are driven by their perceptions and beliefs. He further 
suggested that teachers create conceptions of their professional world based upon their 
concept of reality. These conceptions grow out of the way teachers interpret their 
perceptions in terms of the theories they hold implicitly. Thus, these interpretations 
become the basis for teachers' decisions and teachers' actions in the classroom 
(Spodek, 1991). 
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The implicit theory research looks at what teachers believe about the nature of 
children and how these beliefs are manifested in their practice. Findings show that 
teacher belief constructs surface in areas such as curriculum priorities, the role of 
children's needs and feelings, children's interests and choices, and the importance of 
social interaction among children (Rusher, McGrevin, & Lambiotte, 1992; Spodek, 
1988). Nespor (1987) studied the role of beliefs in the practice of teaching in a sample 
of eight teachers (two each in eighth-grade mathematics, eighth-grade English, eighth-
grade American history, and seventh-grade Texas history) across a course of a 
semester. As measures to study the relationship between beliefs and practices, 
videotaping teachers' classroom practices and using the videotapes to construct 
verbatim records of classroom action, as well as teacher interviews to generate data on 
teachers' beliefs were employed. Nespor (1987) found that teachers' beliefs and 
knowledge had a profound effect on the way they taught, as well as on the way 
students learned in the classroom. Nespor (1987) concluded that teachers' beliefs 
influenced teaching practices and the organization of knowledge and information 
relevant to these practices. Similarly, Peterson, Fennema, Carpenter, and Loef (1989) 
studied the relationship between teacher beliefs and classroom practices through the use 
of self-report questionnaires and self-report teacher interviews, Peterson, Fennema, 
Carpenter, and Loef (1989) found that teachers' beliefs affected how they personally 
thought about teaching a new curriculum and to what extent they implemented the 
curriculum. Likewise, in their review of research on teachers' beliefs, Clark and 
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Peterson (1986) analyzed nine studies examining the relationship between teachers' 
beliefs and teaching practices. Each study analyzed consisted of a sample of 
elementary school teachers teaching subjects such as English, math, and reading in 
grades first through sixth. As measuring tools, teacher interviews and classroom 
observations were used. From their review of the results of these studies on teachers' 
beliefs and practices, Clark and Peterson (1986) found that teachers consistently 
employed practices that were related to their beliefs, particularly in orientations such as 
curriculum and children's learning. Thus, Clark and Peterson (1986) concluded that 
teachers' teaching practices arc guided by a personally held system of beliefs. 
Researchers, who focused on teacher beliefs relative to their practices in the 
classroom, reported that teachers implement educational policies or methods according 
to the "fit' or compatibility with their beliefs (Bauch, 1984; Eisenhart, Cuthbert, 
Shrum, & Harding, 1989; Heath, 1983; Wolcott, 1977). Some researchers have 
suggested that when teachers consider educational policies or methods to be compatible 
with their beliefs, they reflected a tendency to take ownership (Eisenhart, et al., 1989), 
For example. Heath (1983) examined the desegregation policies of the early 70s and 
how teachers held a belief they could improve the school performance of culturally 
different children. With a small observation sample of elementary school teachers, 
Heath (1983) found that, based on teachers' beliefs of their role to improve the school 
success rate of Black and White working-class children, some teachers adjusted their 
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instructional methods to be more compatible with the socialization of the children in 
their classrooms. 
Perhaps a clearer explanation of an individual's strive towards internal consistency 
with his/her beliefs and behaviors is reflected in Festinger's (1957) theory of cognitive 
dissonance. In this theory, cognition is referred to as knowledge, opinion, or belief 
about oneself or one's behavior; dissonance is defmed as psychological discomfort, 
disequilibrium, or inconsistency within oneself. The theory of cognitive dissonance 
states that the existence of dissonance, psychological inconsistency, will motivate a 
person to ti7 to reduce tiie dissonance and achieve consonance. Moreover, when 
dissonance is present, in addition to Urying to reduce it, a person will actively avoid 
situations and information which would more likely increase dissonance (Festinger, 
1957). Thus, a possible explanation for the relationship between teachers' beliefs and 
classroom practices is due to teachers' attempt to reduce cognitive dissonance. 
In contiast, other researchers disagree with Uie notion that teachers' belief 
constructs surface in their classroom practice (e.g., Isenberg, 1990). In a review of 
research on teacher thinking and beliefs and classroom practice, Isenberg (1990) 
pointed out that the research on teacher thinking indicates tiiat there are inconsistencies 
between teachers' beliefs and their actual practice. Isenberg (1990) argues that an 
important task for researchers is to collaborate with practitioners to identify their 
beliefs and translate them into standards of practice. Thus, it was concluded by 
Isenberg (1990) tiiat more research is needed to analyze teachers' beliefs as they relate 
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to practice. Moreover, Pajares (1992) argues that information is needed not only on 
reported practice, but information is also needed from observed teachers in the 
classrooms to note how reported beliefs relate to actual practice. 
The process of teachers' understanding, accepting and adopting this whole notion 
of diversity and its incorporation into classroom practices presents a challenge. Some 
teachers have taken on the challenge of incorporating diversity into their classroom 
instruction; however, the implementation has been done in a narrowly conceptualized 
way (Banks, 1993). For example, through observations of teachers, Derman-Sparks 
(1989) found that teachers were confining children's learning about different cultures or 
ethnic groups to units or themes studied in one week. This method is called the 
"tourist" approach because "it's like taking a short trip" (York, 1991, p. 26). 
According to Banks (1993), when the aforementioned approach is utilized, teachers 
have conceptualized multicultural education only as content addition rather than content 
integration. To be effective, a curriculum that is multicultural and antibias must be 
conceptualized broadly (Banks, 1993) and integrated into all aspects of the curriculum 
(Derman-Sparks «fc Ramsey, 1993). Teachers must create a culture within the 
classroom that clearly communicates that each child is valued and included, as well as 
respected and accepted (Hendrick, 1988; Ramsey, 1987), regardless of race, culture, 
ethnicity, sex, or physical and mental ableness. 
In order for educators to meet the challenges in the 1990s and beyond, there is a 
need to acknowledge that racism, sexism, ableism, classism, anti-semitism, and other 
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forms of oppression exist in our lives (Swadener & Miller-Marsh, 1993). With a 
society steadily becoming more heterogeneous, the need to be cross-culturally 
competent is emerging as an essential skill for people who work with young children 
(Lynch & Hanson, 1992). Lynch and Hanson (1992) suggested that the need to be 
culturally competent is critical for child-care providers, educators, psychologists, 
physical therapists, occupational therapists, speech-language therapists, and assistants in 
educational settings. For example, educators must be knowledgeable of family beliefs 
about childrearing practices and developmental expectations. In addition, people who 
work with young children and their families must be sensitive to differences in 
communication style, values, cultures, decision making, and expectations (Lynch & 
Hanson, 1992). Therefore, teachers of young children are being strongly encouraged 
to modify their early childhood programs to reflect a multicultural and antibias 
perspective (Derman-Sparks, 1989). This modification encompasses recognizing the 
value and importance of each child, while respecting and accepting each child's 
culture, race, ethnicity, religion, class, gender, physical and mental ability. 
Research suggested that teachers' knowledge, attitudes or beliefs, interests, and 
skills will influence the quality and effectiveness of the curriculum and teaching 
practices (Clark & Peterson, 1982; Eisenhart, et al., 1989; Eliason & Jenkins, 1990; 
Nespor, 1987; Roopnarine & Johnson, 1993; Rusher et al., 1992; Spodek, 1988). 
However, most of the research on teachers' thought processes and teaching practices 
has been done with elementary school teachers regarding subjects such as math, 
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reading, and English. There is an absence of attention to thought processes of early 
childhood teachers regarding multicultural and antibias teaching practices. Thus, 
because the literature reflects a gap between what teachers believe about a curriculum 
that is multicultural and antibias as an important topic and the relationship of teachers' 
professed beliefs and actual practices, the purpose of the present study was to examine 
teachers' beliefs of importance and observed classroom practices regarding the 
implementation of a curriculum that is multicultural and antibias. Specifically, the 
following objectives guided the study: 
1. To examine the reliability and validity of the Antibias and Multicultural Curriculum 
Assessment Survey (AMCAS) and the Antibias and Multicultural Curriculum 
Assessment Profile (AMCAP). 
2. To compare early childhood teachers' beliefs of importance with their perceived 
skill levels regarding a curriculum that is multicultural and antibias. 
3. To examine the relationship among early childhood teachers' perceptions of 
importance, perceived skill levels and observed teaching practices regarding the 
implementation of a curriculum that is multicultural and antibias. 
4. To investigate the relationship among teacher demographic variables and program 
variables relating to early childhood teachers' perceived skill levels and observed 
teaching practices. 
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Hypotheses of the study 
The present study postulated three hypotheses. Based on the literature on teacher 
beliefs and classroom practices (e.g., Eisenhart et al., 1989), the first hypothesis was 
that early childhood teachers would perceiye a curriculum that is multicultural and 
antibias (CMA) as high in importance and teachers will perceive their skill levels of 
implementation as high. The second hypothesis was that teachers' self-reported beliefs 
of importance and perceived skill levels would be positively correlated with their 
observed teaching practices regarding the implementation of a CMA. The third 
hypothesis was that teacher demographic variables (i.e., education levels, years 
employed, age, and early childhood training), and the class heterogeneity (class 
representation of at least two racial/ethnic groups) would be positively related to 
teachers' perceptions of importance, perceived skill levels, and observed teaching 
practices regarding a CMA. 
Methodology 
Subjects 
Surveys were distributed to 338 early childhood teachen in rural mid-western 
communities. A total of 2S2 surveys were returned. Results of the survey are based 
on data from 142 teachers in Head Start programs and 110 teachers in day care 
programs. Unlike the surveys distributed to teachers in Head Start programs, surveys 
distributed to teachers in day care programs were opportunistic rather than random. 
These teachers completed surveys prior to participating in training conducted by the 
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investigator of the present study. Teachers were told that completion of the survey was 
voluntary and were asked to indicate their willingness to participate in the study by 
completing a survey and a classroom observation consent form. Out of 138 distributed 
surveys, 110 were voluntarily completed and 32 teachers consented to have their 
classrooms observed. From this latter sample, 30 teachers were randomly selected to 
participate in classroom observations. 
From teachers' self-reports, the total sample of 252 consisted of 91% Caucasians, 
3% African Americans, 2% other, and 4% who did not identify race. The majority of 
the teachers of this study were female (98%); however, there were two male 
participants (2%). Most teachers (70%) were between 20 and 39 years of age. 
In terms of the teachers' level of education completed, 16% were high school 
graduates or received a General Education Diploma (GED), 32% completed some 
college, 9% earned an Associate degree, 40% earned a Bachelor's degree, and 2% 
earned a Professional degree (Master's degree or Doctorate); one teacher (1%) did not 
report how much schooling was completed. Teachers had obtained one or more of the 
following professional licensures: Child Development Associate Credential (CDA) 
(28%), Child Development (5%), Early Childhood Education or Teaching 
Kindergarten/Pre-Kindergarten Children (17%), Early Childhood Special Education 
(7%), and Elementary Education (23%). 
On average, the teachers in the larger sample had been employed Hve years in 
their respective early childhood program. More than 86% of the teachers reported 
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participating in training regarding early childhood education and/or developmentally 
appropriate practice. Additionally, within the past two years, 72% of the teachers 
reported attending one to two professional early childhood education conferences. 
The observed teaching sample (n = 30) consisted of all White/Caucasian teachers. 
Twenty-two of the classrooms contained at least two racial/ethnic groups (i.e., 
Black/African American, Asian American or Pacific Islander, Hispanic/Latino, or 
Native American/American Indian, White/Caucasian); the remainder of the classrooms 
contained all White/Caucasian children. More than 97% of the teachers were female, 
while 3% were male. 
From self-reports, 87% of the teachers were between 20 and 39 years of age; the 
remaining teachers were between the age of 40 and 59. The education levels attained 
by observed teachers were 6% high school graduates or received a GED, 23% 
completed some college, 7% earned an Associate degree, 57% earned a Bachelor's 
degree, and 7% earned a Master's or Doctorate degree. In terms of professional 
licensures obtained, the majority of the teachers held an elementary education teacher 
licensure (40%). 
Observed teachers, on average, had been employed 3.5 years. More than 90% 
reported participating in early childhood education training and 73% reported attending 
at least one to two early childhood education professional conferences within the past 
two years. 
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Instruments 
For the purposes of the present study, two instruments were developed by the 
researcher. The Antibias and Multicultural Assessment Survey (AMCAS) was 
designed to gather information on early childhood teachers' beliefs of importance and 
perceived skill levels regarding a curriculum that is multicultural and antibias. The 
Multicultural and Antibias Curriculum Assessment Profile (AMCAP) was designed to 
assess early childhood teachers' classroom practices relative to the implementation of a 
curriculum that is multicultural and antibias. In efforts to ensure content validity, the 
AMCAP was distributed to a small sample of experts (N=20) in the field of early 
childhood education. These experts were asked to assess AMCAP by utilizing their 
knowledge of competencies (i.e., knowledge, attitudes, and skills) needed by teachers 
in early childhood programs based on the following criteria; 1) measurability; 2) 
relevancy of identified items or skills; 3) exhaustiveness; 4) mutual exclusivity; and S) 
reflection of a single concept or skill. Content validation efforts revealed that 
approximately 90% of the sampled early childhood experts agreed that AMCAP 
appropriately assesses a curriculum that is multicultural and antibias. 
Multicultural and Antibias Curriculum Assessment Survey 
The Multicultural and Antibias Curriculum Assessment Survey (AMCAS) was 
designed by the researcher through a comprehensive review of the literature on early 
childhood education and based on the work of Derman-Sparks and the Antibias Task 
Force (1989). The AMCAS is a 46-item (divided by four subscales: self, social. 
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cognitive, and behavioral) instrument regarding a curriculum that is multicultural and 
antibias. Additionally, a portion of the survey was designed to collect demographic 
data about teachers (e.g., years employed, education levels, age, professional 
licensures obtained, etc.) (see Appendix B). Using a 4-point Likert scale (1 = low, 4 
= high), teachers indicated their perceptions on each item twice, first as it pertained to 
their beliefs of importance, and then as it pertained to their perceived skill levels. 
Thus, AMCAS consists of two subscales, Antibias and Multicultural Curriculum 
Assessment Survey for Importance (AMCAS-I) and Antibias and Multicultural 
Curriculum Assessment Survey for Perceived Skill Levels (AMCAS-S). Examples of 
items are "Helps each child build pride in his/her self, family, and culture" or "Helps 
each child understand, accept, and respect individual and others' similarities and 
differences." The survey was field-tested with a selected group of students enrolled in 
an undergraduate class for prospective teachers. Additionally, factor and item analysis 
procedures were conducted. A final AMCAS-Revised consisted of 27 items. A 
description of how the flnal instrument was derived is discussed later in the results 
section. Total subscale scores for AMCAS-I (Revised) and AMCAS-S (Revised) was 
derived by summing across the set of 27 items. Cronbach's alpha for both AMCAS-I 
(Revised) and AMCAS-S (Revised) was .93. 
Multicultural and Antibias Curriculum Assessment Profile 
The Multicultural and Antibias Curriculum Assessment Profile (AMCAP) was 
designed by the researcher to assess early childhood teachers' observed teaching 
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practices regarding the implementation of a curriculum that is multicultural and 
antibias. AMCAP, consisting of the same items as AMCAS, is 46-item (divided by 
four subscales: self, social, cognitive, and behavioral) regarding a curriculum that is 
multicultural and antibias (see Appendix B). Identical factor and item analysis were 
employed with AMCAP as with AMCAS, yielding a revised 27-item instrument (see 
Appendix B). Items were scored "1 = Observed" and "0 = Not Observed." A total 
score was derived by summing across 27 items. Cronbach' alpha for the total scale 
was .88. To ensure consistent observation ratings, a coding manual was developed by 
the researcher for the Multicultural and Antibias Curriculum Assessment Profile (see 
Appendix C). 
Procedures 
This section is divided into three phases which outline overall procedures 
conducted in the present study. Specifically, phase one describes survey procedures, 
while phases two and three summarize observer reliability and classroom observation 
procedures, respectively. 
Phase I 
Surveying using the AMCAS. Head Start directors in rural mid-western 
communities were contacted by telephone to seek permission for Head Start teachers in 
their respective agencies to participate in the present study. A follow-up letter was 
sent to Head Start directors reviewing the purpose and procedures of the study as 
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discussed by telephone, as well as requesting a list of names, addresses, and telephone 
numbers of teachers in their Head Start agencies (see Appendix A). 
Letters, accompanied with the Antibias and Multicultural Curriculum Assessment 
Survey, were mailed to 200 Head Start teachers and distributed to 138 day care 
teachers. Letters explained the purpose and procedures of the proposed study, as well 
as sampling selection procedures for classroom observations (see Appendix A). With a 
stamped, addressed return envelope, teachers were asked to indicate their participation 
in the study by completing and returning the survey and signed classroom observation 
consent form (Appendix A). The percentage of returned surveys was 75 %, Upon 
receipt of surveys and classroom observation consent forms, an arbitrary identification 
number was assigned to all returned teacher surveys and classroom observation consent 
forms. After verification of all teachers and their respective programs, all names were 
removed from the survey instrument. 
Phase II 
Inter-rater reliability. Observer reliability was obtained through trial observations 
in laboratory early childhood programs not included in the present study. Trial 
observations were conducted using the Antibias and Multicultural Curriculum 
Assessment Profile (AMCAP). Observations were conducted by two observers for a 
period of three weeks. Specifically, the study's researcher (observer one) trained the 
second observer with the use of the coding manual for the AMCAP (see Appendix C). 
The inter-rater reliability was calculated on an item-by-item basis on all items on the 
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AMCAP. The number of agreement items were summed and then divided by the 
number of items rated to yield a percentage agreement score. The inter-rater reliability 
between the two raters on the AMCAP was .84 at the beginning of reliability training; 
a second inter-rater reliability was .91 at the end of reliability training. The inter-rater 
reliability was recalculated twice during actual observations yielding .93 at the 
beginning and .96 in the middle of data collection. 
Phase m 
Observations using the AMCAP. To assess early childhood teachers' teaching 
practices regarding the implementation of a curriculum that is multicultural and 
antibias, each classroom was observed by one rater using the AMCAP. In general, to 
obtain a reliable representation of teaching practices, observations were conducted for a 
minimum of two to three hours in each classroom, which included observing teacher-
child interactions and classroom activities such as large and small group time and self-
selection (free choice) time. Specifically, raters scored each observation (l=present; 
0=absent) based on the dominant mode in the classroom. Dominant mode refers to 
the experiences of most of the children through most of the day. The goal is to 
represent the predominant learning climate in the classroom. This is more than a 
simple majority of observed incidents, because not all incidents have the same weight. 
Following each observation, a 15 to 30-minute teacher interview was conducted. 
Teacher interviews were conducted to enable the observer to rate items on the AMCAP 
designated for evaluation through teacher self-reports only, as well as to gain 
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clarification of observed classroom practices (see Appendix B). The majority of the 
observations (93%) were conducted in the morning. Most teachers indicated a 
preference for morning observations. Raters were careful not to disrupt classroom 
activities during observations. Observations were completed during a six week period. 
Each rater observed a minimum of two classrooms per week. One rater evaluated 18 
classrooms, while the other evaluated 12. 
Results 
In the present study, the Antibias and Multicultural Curriculum Assessment Survey 
(AMCAS) and the Antibias and Multicultural Curriculum Assessment Profile 
(AMCAP) developed by the researcher were used to obtain general information about 
early childhood teachers. Specifically, data were collected to investigate the following 
objectives: 
1. To examine the reliability and validity of the Antibias and Multicultural Curriculum 
Assessment Survey (AMCAS) and the Antibias and Multicultural Curriculum 
Assessment Profile (AMCAP). 
2. To compare early childhood teachers' beliefs of importance with their 
perceived skill levels regarding a curriculum that is multicultural and 
antibias. 
3. To examine the relationship between early childhood teachers' perceived skill 
levels and observed teaching practices regarding the implementation of a 
curriculum that is multicultural and antibias. 
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4. To investigate the relationship among teacher demographic variables and 
program variables relating to early childhood teachers' perceived skill levels 
and observed teaching practices. 
Psvchometric properties of the instiiiments 
From die initial version for each of the 46-item instruments, the Antibias and 
Multicultural Curriculum Assessment Survey subscale for Importance had item means 
that ranged from 2.59 to 4.00 (average SD = .46). The Antibias and Multicultural 
Curriculum Assessment Survey subscale for Perceived Skill Levels had item means that 
ranged from 2.00 to 3.69 (average SD = .70). The Antibias and Multicultural 
Curriculum Assessment Profile (AMCAP) had item means that ranged from . 17 to 
1.00 (average SD = .34). Reliability for the subscales for importance and perceived 
skill levels and AMCAP were assessed by Cronbach's alpha. The level of internal 
consistency for the subscales for importance and perceived skill levels on tiie AMCAS 
and AMCAP were .96, .96, and .81, respectively. 
Four factors (self, social, cognitive, and behavioral) were used as tiie framework 
for the development of each instirument. In order to examine the proposed factorial 
validity, exploratory factor analysis was employed. Contrary to our theoretically 
proposed four factor solution, examinations of Cattell's scree plot in an exploratory 
factor analysis empirically produced a one factor solution accounting for 36% of the 
item variance (eigenvalue = 16.44). Specifically, when rotated (varimax) to a simple 
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factor structure, item variance yielded moderate to high loadings (ranging from .38 to 
.77) on the designated one factor solution (see Table 1). 
To examine the reliability within the 46-item survey instrument and the validity of 
the 46-item observation instrument (AMCAP), we next conducted item analysis. 
According to Nunnally (1967), any item that correlates near zero with the total score of 
the instrument should be carefully investigated. If an item correlates near zero with 
the total score of the instrument, it is more likely that the item is excessively difficult 
or easy, is ambiguous, or actually have little to do with the topic; therefore, this item 
should be dropped (Nunnally, 1967). Nunnally (1967) further states that item-total 
correlations greater than or equal to .20 indicate that the items are contributing to the 
internal consistency of the scale. Thus, using Nunnally's (1967) structure of item 
analysis, we correlated the set of 46 items on the subscale for perceived skill levels on 
the AMCAS with its respective total instrument score. Pearson product-moment 
correlation coefficients indicated that 27 of 46 items yielded item-total correlations 
greater than or equal to .20 (ranging from -.01 to .70). Therefore, nineteen items 
were dropped and a 27-item instrument was derived for AMCAS and AMCAP 
(observation instrument contained the same items). These revised 27-item instruments 
were used to conducted further analyses in the present study. New Cronbach alphas 
for subscales importance and perceived skill levels on the AMCAS (Revised) and 
AMCAP (Revised) were .93, .93, .88, respectively. 
Insert Table 1 about here 
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Comparison between earlv childhood teachers' beliefs 
of importance and perceived skill level 
The first hypothesis stated that early childhood teachers will perceive a curriculum 
that is multicultural and antibias as high in importance and teachers will perceive their 
skill level of implementation as being high. 
The means, medians, and standard deviations for perceptions of importance and 
perceived skill levels are presented in Table 2, In general, both surveyed (N = 252) 
and observed teachers (q = 30) perceived a curriculum that is multicultural and 
antibias (CMA) as moderate to high in importance. Mean item scores for surveyed 
and observed teachers was 3.75 (SD = .28 ) and 3.83 (SD = .24), respectively. On 
the other hand, surveyed (M = 3.26, SD = .41) and observed teachers (M = 3.06, 
SD = .48) perceived their average skill levels as moderate in implementing a CMA. 
Insert Table 2 about here 
Results of a t-test were used to compare the differences between teachers' beliefs 
of importance and their perceived skill levels on the AMCAS (see Table 3). Overall, 
mean perceptions of importance were significantly higher than mean perceptions of 
skill levels (g < .0001). For each of the 27 items on the AMCAS, teachers' self-
reported ratings of perceived importance were significantly higher than their self-
reported ratings of skill levels. 
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Insert Table 3 about here 
Relationship amon^ earlv childhood teachers' perceptions of importance, perceived 
skill levels, and observed teaching practices 
The second hypothesis was that teachers' self-reported perceptions of importance 
and perceived skill levels on the AMCAS would be related to ratings of their observed 
teaching practices on the Antibias and Multicultural Curriculum Assessment Profile 
(AMCAP). 
Pearson product moment correlation coefficients were used to examine the 
relations between observed teachers' self-reported perceptions of importance, perceived 
skill levels, and observed teaching practices (see Table 4). The correlation between 
observed teachers' (n = 30) average perceptions of importance and perceived skill 
level was positively and statistically significant (r = .36, b < -OS). The results 
suggest that teachers who rated a CMA as high in importance were more likely to rate 
their skill levels as high. However, no significant relationships were found between 
teachers' self-reported ratings of perceived skill levels on the AMCAS and ratings of 
observed teaching practices on the AMCAP. 
Insert Table 4 about here 
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Ratings of teachers' observed teaching practices (M = -51; 1 = present, 0 = 
absent) on the AMCAP revealed that teachers average score near the midpoint of the 
scale. In contrast, perceived importance and skill levels were in the top third of the 
response continuum. This finding indicates that teachers' professed importance and 
perceived skill levels were higher than the levels in their observed teaching practices. 
Teacher demographic and program variables relating to teachers' perceptions of 
importance, perceived skill levels, and observed teaching practices 
The third hypothesis stated that teacher demographic variables (i.e., education 
levels, age, years employed, and early childhood training) and program variable, class 
heterogeneity, would be positively correlated to early childhood teachers' perceptions 
of importance, perceived skill levels, and observed teaching practices regarding the 
implementation of a CMA. Education level was defined as how much schooling 
completed (i.e., grade 8 or less, grades 9-12 [no diploma], high school graduate or 
General Education Diploma [GED], some college, but no degree, associate degree, 
bachelor's degree, professional degree [including master's or doctorate]). Years 
employed was defined as how many years teachers had been employed in their 
respective programs. Early childhood training was defined as participation in training 
such as workshops regarding early childhood education and/or developmentally 
appropriate teaching practices. Class heterogeneity was defined as classrooms who 
served at least two racial/ethnic groups of children (i.e., Asian or Pacific Islander, 
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Black/African American, Hispanic/Latino, Native American/American Indian, or 
White/Caucasian). 
After an examination of frequency distributions, the early childhood training 
variable reflected no variance; therefore, this variable was not used in statistical 
procedures. Pearson product-moment correlation coefficients were used to examine the 
relationships among teacher demographic variables, class heterogeneity, teachers' self-
reported skill levels on the AMCAS, and observed teaching practices on the AMCAP. 
Table 5 presents the correlations among class heterogeneity and teachers* self-reported 
perceptions of importance, perceived skill levels, and observed teaching practices. The 
correlation between class heterogeneity and teachers* perceived skill levels was positive 
and statistically significant (i = .37, p< .05). Teachers with classrooms with at least 
two racial/ethnic groups (e.g., African American, Asian or Pacific Islander, etc.) were 
more likely to perceived themselves as skilled in implementing a curriculum that is 
multicultural and antibias. Similarly, in more homogeneous (i.e., more 
White/Caucasian) classrooms, teachers perceived themselves to be less skilled in 
implementing a curriculum that is multicultural and antibias (i = -.56, q < .001). 
Insert Table 5 about here 
Because the signiHcant conelation between class heterogeneity and teachers' 
perceived skill levels partially supported the third hypothesis, further correlations were 
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employed with the 27-item AMCAS (see Table 6). Of the 27 correlations, six were 
statistically significant (q < .05 or < .01). Class heterogeneity (class representation 
of at least two racial/ethnic groups) was significantly and positively correlated with 
teachers' perceived skill levels in the following areas relative to implementing a 
curriculum that is multicultural and antibias: 1) incorporating each child's cultural 
and/or ethnic background into curriculum planning, 2) providing experiences that 
encourage positive cooperative interactions among and between racial/ethnic, gender, 
and ability groups, 3) providing age-appropriate experiences that encourage children's 
exploration and curiosity of cultural and/or ethnic similarities and differences, 4) 
building upon what children already know about human similarities and differences 
(e.g., face, eye, and hair color), S) promoting the development of supportive 
relationships among and between racial/ethnic, gender and ability groups, and 6) 
helping children understand, accept, and respect similarities and differences. 
Insert Table 6 about here 
Table 7 presents the correlation between class heterogeneity and observed teaching 
practices across the 27 items on the AMCAP. Four of the correlations between class 
heterogeneity and observed teaching practices were positively and statistically 
significant (q < .05). Specifically, class heterogeneity was significantly correlated 
with ratings of the following observed teaching practices on the AMCAP: 1) 
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redirecting children's inappropriate and unacceptable biased behavior, 2) promoting the 
development of supportive relationships among and between racial/ethnic, cultural 
gender, and ability groups, 3) responding appropriately to curiosity and/or questioning 
about similarities and differences, bias, etc., and 4) facilitating children's 
understanding of their and others' feelings. 
Insert Table 7 about here 
The results suggested that early childhood teachers perceived themselves to be 
highly skilled in incorporating children's racial/ethnic and/or cultural background into 
curriculum planning, providing positive cooperative interactions among and between 
groups (e.g., racial/ethnic, cultural, etc.), providing cultural and/or ethnic experiences 
that encourage exploration and curiosity, discussing human similarities and differences, 
promoting positive and supportive relationships among and between racial/ethnic, 
cultural, ability or gender groups, and promoting understanding, acceptance of and 
respect for similarities and differences when at least two racial/ethnic groups are 
represented in the classroom. The results further suggested that when at least two 
racial/ethnic groups are served in the classroom, teachers demonstrated more skilled 
practices in the following areas regarding the implementation of CMA; redirecting 
inappropriate and unacceptable biased behavior, promoting the development of 
supportive relationships among and between racial/ethnic, cultural, ability, or gender 
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groups, responding appropriately to curiosity and/or questioning about similarities and 
differences, bias, etc., and facilitating children's understanding of their and others' 
feelings. It should be noted that one area (promoting supportive relationships) 
regarding the implementation a CMA, class heterogeneity was positively and 
significantly related to both teachers' perceived skill levels on AMCAS (r = .54, p < 
.001) (see Table 6) and observed teaching practices on AMCAP (c = .37, g < .05) 
(see Table 7). This finding suggests that when at least two racial/ethnic groups of 
children are in the classroom, there is a significant relationship between teachers' high 
ratings of perceived skill levels and ratings of observed teaching practices regarding 
teachers' efforts to promote supportive relationships among and between racial/ethnic, 
cultural, gender, or ability groups. 
Because of the significant finding between teachers' self-reported perceived skill 
levels and class heterogeneity, data were sorted by class heterogeneity and then split by 
perceived skill levels to further investigate teachers' self-reported ratings of perceived 
skill levels on the AMCAS who served at least two racial/ethnic groups of children 
(class heterogeneity) and teachers who served a more homogeneous racial/ethnic group 
of children. Class heterogeneity (M = 3.16, SD = -45) was significantly higher than 
class homogeneity (M = 2.76, SDl = •79)[l = -2.13, b < .05]. 
92 
Discussion 
Psychometric properties of the instruments 
The Antibias and Multicultural Curriculum Assessment Survey (AMCAS) and the 
Antibias and Multicultural Curriculum Assessment Profile (AMCAP) demonstrated 
good psychometric properties. Factor analysis produced a strong one factor solution 
that accounted for 36% of the variance. However, this result differed from our 
theoretically proposed four factor solution adopted from Derman-Sparks and the 
Antibias Task Force (1989). High levels of internal consistency were obtained on the 
subscales for importance and perceived skill levels on the AMCAS and AMCAP. 
These findings suggest that the instruments designed for the present study are reliable 
and possibly hold promise for use in future research on early childhood teachers' 
beliefs and classroom practices. 
Relations among teachers' perceptions of importance. 
perceived skill levels, observed teaching practices 
The present study examined relationships among early childhood teachers' 
perceptions of importance, perceived skill level, and observed teaching practices 
regarding a curriculum that is multicultural and antibias. Additionally, program 
variables predictive of the implementation of a curriculum that is multicultural and 
antibias were examined. 
Analysis of the data indicated that early childhood teachers perceived a curriculum 
that is multicultural and antibias as high as in importance and perceived their skill 
93 
levels of implementing such a curriculum as moderate. This finding partially 
supported the study's first hypothesis that early childhood teachers would perceive a 
curriculum that is multicultural and antibias as high in importance and their perceived 
skill levels of implementation as high. This flnding is consistent with previous 
research that found teachers' beliefs affected how they thought about a curriculum 
(e.g., Peterson, Fennema, Carpenter, & Loef, 1989). Moreover, from their research 
on teacher thought processes, Clark and Peterson (1986) concluded that a teachers' 
teaching practices are guided by the relationship with a personally held system of 
beliefs. 
Perhaps a clearer explanation of an individual striving towards internal consistency 
with his/her beliefs and behaviors can be linked to Festinger's (1957) theory of 
cognitive dissonance. The theory of cognitive dissonance states that the existence of 
dissonance, psychological inconsistency, will motivate a person to try to reduce the 
dissonance and achieve consonance. Moreover, when dissonance is present, in 
addition to trying to reduce it, a person will actively avoid situations and information 
which would more likely increase dissonance (Festinger, 1957). Thus, perhaps one 
possible explanation for the fmding in the present study that early childhood teachers 
perceived a CMA as important and their skill levels as moderate is because early 
childhood teachers attempted to reduce cognitive dissonance between their beliefs and 
perceived practices. 
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Comparative analysis of early childhood teachers' beliefs of importance and 
perceived skill levels regarding the implementation of a curriculum that is multicultural 
and antibias revealed that perceptions of importance was significantly higher than 
perceptions of skill levels. Although early childhood teachers perceived a curriculum 
that is multicultural and antibias as important and their skill levels as moderate, these 
fmdings indicate a significant gap between teachers' perceived importance and skill 
levels regarding the implementation of a curriculum that is multicultural and antibias. 
However, perhaps a more important conclusion of this finding is the indication that 
early childhood teachers understand and have accepted the notion that a curriculum that 
is multicultural and antibias is important in preparing children to live in a diverse 
society. 
The results of this study differ from fmdings in other studies that examined the 
relationship between teacher beliefs and classroom practices. Research on teachers' 
implicit theory suggests that teacher belief constructs surface in areas such as 
curriculum practices (e.g., Spodek, 1988). Furthermore, other research studies 
reported that teachers implement teaching practices according to the "fit" with their 
beliefs ( Bauch, 1984; Eisenhart et al., 1989; Heath, 1993; Wolcott, 1977). In the 
present study, no significant relationships were found between self-reported beliefs of 
importance and perceived skill levels, and observed teaching practices regarding the 
implementation of a curriculum that is multicultural and antibias. That is, although 
teachers may believe that a curriculum that is multicultural and antibias is important, 
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their professed beliefs of importance and perceived skill levels did not correlate with 
their observed teaching practices regarding the implementation of a curriculum that is 
multicultural and antibias. In fact, teachers' observed ratings on the AMCAP were at 
about the 50% performance level. This finding supports research on teacher thinking 
that indicates inconsistencies between teachers' beliefs and classroom practices (e.g., 
Isenberg, 1990). In their study of the body of literature on teacher beliefs and 
educational practices, Eisenhart et al. found that when teachers considered new 
methods or practices to be compatible with their beliefs, teachers reflected a tendency 
of ownership in their curriculum practices. For example, in a study of efforts to 
improve the school performance of culturally different children. Heath (1983) found 
that, based on teachers' beliefs of their roles to improve the school success rate of 
Black and White working-class children, some teachers adjusted their instructional 
methods to be more compatible with the socialization of the children in the classroom. 
Thus, perhaps one possible explanation for this study's findings of inconsistency among 
teachers' self-reported beliefs, perceived skill levels, and observed classroom practices 
is that these teachers have not taken ownership of a CMA, have not made a full 
commitment to do so, or they may be struggling with ways to appropriately implement 
multicultural and antibias sensitivity into their existing curriculum. 
The finding that class heterogeneity (class representation of at least two 
racial/ethnic groups) was positively and significantly related to early childhood 
teachers' perceived skill levels regarding the implementation of a CMA suggests that 
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teachers professed more skill levels of implementing culturally sensitive teaching 
strategies especially when at least two racial/ethnic groups (e.g., African American, 
Asian or Pacific Islander, etc.) are in the classroom. Similarly, on the basis of 
additional findings, early childhood teachers perceived themselves to be less skilled 
when serving a more homogeneous classroom. We speculate that teachers who serve 
more homogeneous groups of children may recognize the importance of implementing 
culturally sensitive teaching practices. They also may believe that because of class 
homogeneity, there is a need, but they perceive a lack of skills in implementing a 
CMA. Evidence supporting this explanation can be found in teachers' written 
statements on their surveys and in some cases, expressed in verbal comments in the 
teacher interview following classroom observations. For example, one teacher stated 
"I don't have any ethnically different children in my classroom, so I do not implement 
a curriculum like this." It should be pointed out that the percentage for observed class 
homogeneity was 27%. 
Curriculum that is multicultural and antibias encompasses 1) strategies to prevent 
and eliminate the development of prejudice and racism in children, 2) strategies to 
help children learn to live cooperatively with people who are different from themselves 
(including awareness of one's own and other's culture, as well as building respect for 
and understanding of other cultures), 3) strategies to enable children to explore the 
differences and similarities that make up individual and group identities, and 4) 
strategies to develop skills for identifying and countering the hurtful impact of bias. 
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stereotyping, while relating to issues of gender, class, physical and mental ability, and 
age (Sleetei- & Grant, 1987; York, 1991). Therefore, whether or not early childhood 
teachers have a homogenous or heterogeneous class, implementing a curriculum that is 
multicultural and antibias will equip children to live in this diverse society, as well as 
help in acquiring critical thinking and problem solving skills relative to bias, prejudice, 
stereotyping, etc. 
Limitations of the studv and future research directions 
In the larger surveyed sample (N = 252), some early childhood teachers were 
employed in Head Start programs (n = 142) while others were employed in day care 
programs (n = 110). It is the latter sample of early childhood teachers who had 
participated in a two hour multicultural and antibias workshop conducted by the 
study's researcher prior to the distribution of the AMCAS. Moreover, it is from this 
sample (n = 109) that 30 early childhood teachers volunteered and, as a result, were 
selected for classroom observations using the AMCAP. Therefore, due to the 
opportunistic rather than random selection of early childhood teachers, results must be 
treated cautiously and only generalized to populations that fit the aforementioned 
criteria. 
Other limitations of the present study include the fact that because data were 
collected in a largely rural mid-western state, class homogeneity means more 
White/Caucasian children are served in early childhood programs. Therefore, based 
on the present study's finding that teachers perceived themselves to be less skilled in 
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implementing a CMA when serving a more homogeneous group of children, the class 
homogeneity characteristic, as reflected in this study, has unclear implications for early 
childhood programs serving primarily a homogeneous class from other racial/ethnic 
groups (e.g., African American, Asian or Pacific Islander, etc.). More information 
about early childhood teachers' perceived skill levels who served homogeneous groups 
of children regarding the implementation of a CMA is needed in future research. 
Similarly, although the present study found that class heterogeneity was good for 
teaching practices in implementing a CMA, an exploration of an outcome measure for 
children is a possible direction for future research. In others, how does implementing 
a CMA affect the children served. Furthermore, a multi-regional study of teachers' 
beliefs and classroom practices with an increased population of observed sites could be 
conducted using the measures developed for this study 
Conclusion and Future Implications 
What can we glean from the study's findings? Teachers' perceptions of 
importance and perceived skill levels appear to be important constructs regarding the 
implementation of a curriculum that is multicultural and antibias. This result supports 
the need for increased efforts in future research examining early childhood teachers' 
beliefs of a CMA as integral to Uie teaching practices of multicultural and antibias 
sensitivity in the classroom. 
The results of the present study support the value of the Antibias and Multicultural 
Curriculum Assessment Survey (AMCAS) and the Antibias and Multicultural 
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Curriculum Assessment Profile (AMCAP) for depicting, to some degree, a true 
representation of early childhood teachers' beliefs of importance, perceived skill levels, 
and observed teaching practices regarding a curriculum that is multicultural and 
antibias. Moreover, we proposed that these instruments could be used for training 
needs of teachers relative to weaving cultural and antibias sensitivity into their existing 
curriculum. Certainly, these measures, as well as measures developed by other 
researchers, should be used with caution. In the future, further reliability and validity 
assessments need to be done. Specifically, test-retest reliability is needed. Similarly, 
to further assess the validity of the AMCAP, a test of criterion-related validity is 
needed. Badia and Runyon's (1982) deflnition of criterion-related validity is validity 
established by how well the measure predicts some form of behavior. 
We believe, with the use of the AMCAS and AMCAP, these measures are 
promising research tools for additional clarification in the teacher belief-practices 
association. 
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Table 1 
Factor loadings and item-total corrections for perceived skill levels on the AMCAS 
Factor Item-total 
Item topic (RN) loading correlation 
1. Builds pride (1) .52 .45 
2. Accepts and respects each child .38 .15 
3. Expresses manner .54 .18 
4. Nondiscriminatory language (2) .50 .30 
5. Problem-solving techniques .56 .15 
6. Curriculum planning (3) .62 .34 
7. Nondiscriminatory behavior (4) .39 .43 
8. Misconceptions (5) .62 .36 
9. Recognizes strengths (6) .53 .60 
10. Information from families (7) .65 .39 
11. Redirects (8) .63 .56 
12. Curiosity and enthusiasm .64 .16 
13. Models language (9) .52 .43 
14. Free discussion and communication .57 ~ 
15. Concepts .63 .17 
16. Counteract biased thinking .62 -.17 
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Table 1 (continued) 
Item topic (RN) 
Factor Item-total 
loading correlation 
17. Comparisons (10) .53 .22 
18. Speaks out against bias .60 -.17 
19. Activities and materials .64 — 
20. Physical environment .61 ~ 
21. Empathy (11) .64 .57 
22. Interactions (12) .68 .48 
23, Stereotypes (13) .69 .57 
24. Nonbiased behavior .54 -.01 
25. Experiences (14) .53 .65 
26. Similarities and differences (15) .62 .70 
27. Supportive relationships (16) .70 .68 
28. Topics (17) .68 .50 
29. Thoughts (18) .61 .37 
30. Awareness of bias (19) .66 .48 
31. Responds (20) .59 .61 
32. Feelings (21) .66 .65 
33. Accepts sti-engUis (22) .64 .44 
34. Altruism (23) .63 .47 
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Table 1 (continued) 
Factor Item-total 
Item topic (RN) loading correlation 
35. Diverse and bias-free activities (24) .57 .67 
36. Respect others' rights .49 .02 
37. Handles bias (25) .59 .44 
38. Extends thinking .68 .12 
39. Classroom culture .49 -.12 
40. Explores various languages .42 .10 
41. Self-understanding (26) .68 .31 
42. Critical thinking .57 — 
43. Family's values and practices .57 -.03 
44. Communicates clearly .77 — 
45. Nonbiased language .57 
46. Respects similarities and differences (27) .67 .30 
Note. AMCAS = Antibias and Multicultural Curriculum Assessment Survey; 
AMCAP = Antibias and Multicultural Curriculum Assessment Profile; RN = revised 
item numbers for revised 27-item instruments; -Correlation coefficient could not be 
computed. 
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Table 2 
Mean item scores of earlv childhood teachers' perceptions of a curriculum that is 
multicultural and antibias 
Perceptions 
AMCAS-R 
Importance -
Surveyed teachers (M = 252) 
Surveyed and observed 
teachers (n = 30) 
Skill Levels 
Surveyed teachers (H = 252) 
Surveyed and observed 
teachers (rL= 30) 
Mean Item Scores 
Mean Median SD 
3.75 3.83 .28 
3.83 3.94 .24 
3.26 3.33 .41 
3.06 3.08 .48 
Note. AMCAS-R = Antibias and Multicultural Curriculum Assessment Survey 
(Revised), a 27-item scale. Ratings were made on a 4-point Likert-type scale (1 
low, 2 = some, 3 = moderate, 4 = high). 
108 
Table 3 
T-test analysis of earlv childhood teachers' perceptions of importance and perceived 
skill level on the AMCAS-R 
Importance Skill Level 
CMA measures Mean (SD) Mean (SD) t-value 
1. Builds pride 3.72 (.52) 3.03 (.71) 14.66**** 
2. Nondiscriminatory 
language 3.87 (.36) 3.64 (.59) 6.61**** 
3. Curriculum planning 3.49 (.64) 2.60 (.73) 16.42**** 
4. Nondiscriminatory 
behavior 3.95 (.26) 3.82 (.41) 4.61**** 
5. Misconceptions 3.83 (.47) 3.37 (.72) 10.34**** 
6. Recognizes strengths 3.96 (.21) 3.65 (.53) 9.13**** 
7. Information from 
families 3.45 (.66) 2.59 (.86) 14.23**** 
8. Redirects 3.87 (.36) 3.47 (.61) 10.80**** 
9. Models language 3.83 (.40) 3.51 (.58) 9.65**** 
10. Comparisons 3.83 (.44) 3.48 (.68) g 
11. Empathy 3.90 (.31) 3.61 (.60) 7.79**** 
12. Interactions 3.83 (.41) 3.29 (.72) 11.75**** 
13. Stereotypes 3.58 (.63) 2.87 (.80) 14.44**** 
14. Experiences 3.69 (.53) 2.94 (.80) 14.28**** 
15. Similarities and 
differences 3.75 (.51) 3.52 (.64) 6.27*** 
Table 3 (continued) 
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Importance Skill Level 
CMA measures Mean (SD) Mean (SD) t-value 
16. Supportive 
relationships 3.77 (.46) 3.10 (.74) 14.26**** 
17. Topics 3.59 (.59) 2.85 (.82) 13.81**** 
18. Thoughts 3.68 (.54) 3.27 (.68) 10.70**** 
19. Awareness of bias 3.49 (.62) 2.70 (.79) 14.97**** 
20. Responds 3.79 (.46) 3.32 (.68) 10.77**** 
21. Feelings 3.77 (.46) 3.32 (.72) 10.61**** 
22. Accept strengths 3.93 (.25) 3.64 (.55) 
23. Altruism 3.83 (.41) 3.57 (.61) 7.87**** 
24. Diverse and bias-free 
activities 3.70 (.52) 3.09 (.84) 11.85**** 
25. Handles bias 3.43 (.70) 2.47 (.92) 14.35**** 
26. Self understanding 3.87 (.36) 3.53 (.61) 9.88**** 
27. Respect similarities 
and differences 3.88 (.35) 3.55 (.60) 9.37**** 
Note. AMCAS-R = Antibias and Multicultural Curriculum Assessment Survey 
(Revised); CMA = curriculum that is multicultural and antibias. 
*p < .05. < .01. *»*p< .001. .0001. 
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Table 4 
Correlations among earlv childhood teachers' perceptions of importance, perceived 
skill level, and observed teachinp practices (n = 30^ 
Measures 
AMCAP-R 
3. Teaching practices 
.36*  .12  
AMCAS-R 
1. Importance 
2. Skill levels - .02 
Note: AMCAS-R = Antibias and Multicultural Curriculum Assessment Survey 
(Revised); AMCAP-R = Antibias and Multicultural Curriculum Assessment Profile 
(Revised). 
* p < .05. 
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Table 5 
Correlations among teacher demographic variables, class heterogeneity, and teachers' 
perceptions of importance, perceived skill levels, and observed teaching practices 
(n = 30) 
AMCAS-R AMCAP-R 
Variable Importance Skill Levels Teaching Practices 
Teacher demographic 
Education level -.05 .08 .05 
Years employed .05 .27 .30 
Age -.18 -.19 -.13 
Class Heterogeneity .08 .37* .29 
Note. AMCAS-R = Antibias and Multicultural Curriculum Assessment Survey 
(Revised); AMCAP-R = Antibias and Multicultural Curriculum Assessment Profile 
(Revised). Heterogeneity = class representation of least two racial/ethnic groups of 
children in the classroom. 
* p < .05. 
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Table 6 
Correlations among teachers' perceived skill levels and class heterogeneity on the 
AMCAS-R fn = 30) 
Perceived Skill Levels Class Heterogeneity 
1. Builds pride .25 
2. Nondiscriminatory language -.02 
3. Curriculum planning .38* 
4. Nondiscriminatory behavior .13 
5. Misconceptions .24 
6. Recognizes strengths .35 
7. Information from families .15 
8. Redirects .33 
9. Models language -.01 
10. Comparisons .30 
11. Empathy .15 
12. Interactions .41* 
13. Stereotypes .08 
14. Experiences .39* 
15. Similarities and differences .39* 
16. Supportive relationships .54** 
17. Topics .20 
18. Thoughts .18 
19. Awareness of bias .08 
20. Responds .14 
21. Feelings .07 
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Table 6 (continued) 
Perceived Skill Levels Class Heterogeneity 
22. Accept strengths .27 
23. Altruism .19 
24. Diverse and bias-free activities -.18 
25. Handles bias .32 
26. Self understanding .27 
27. Respect similarities and differences .49* 
Note. Class Heterogeneity = class representation of at least two racial/ethnic groups 
of the children in the classroom; AMCAS-R = Antibias and Multicultural Curriculum 
Assessment Survey (Revised). 
* p < .05, *» p < .01. 
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Table 7 
Correlations among teachers' observed teaching practices and class heterogeneity 
QH thg AMCAP-R (n = 30) 
Observed Teaching Practices Class Heterogeneity 
1. Builds pride -.11 
2. Nondiscriminatory language -.16 
3. Curriculum planning -.23 
4. Nondiscriminatory behavior .27 
S. Misconceptions -.16 
6. Recognizes strengths .06 
7. Information from families -.02 
8. Redirects .43* 
9. Models language .14 
10. Comparisons -.04 
11. Empathy .15 
12. Interactions .33 
13. Stereotypes .30 
14. Experiences .15 
IS. Similarities and differences .34 
16. Supportive relationships .37* 
17. Topics .13 
18. Thoughts .00 
19. Awareness of bias .07 
20. Responds .45* 
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Table 7 (continued) 
Observed Teaching Practices Class Heterogeneity 
21. Feelings .38* 
22. Accept strengths .08 
23. Altruism .27 
24. Diverse and bias-free activities .05 
25. Handles bias .07 
26. Self understanding -.26 
27. Respect similarities and differences .13 
Note. Heterogeneity = class representation of at least two racial/ethnic groups of the 
children in the classroom; AMCAP-R = Antibias and Multicultural Curriculum 
Assessment Survey (Revised). 
* p < .05. 
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GENERAL CONCLUSIONS 
The aims of this dissertation were to 1) examine strands of literature under the 
auspices of early childhood education, and 2) examine the relationship between 
teachers' beliefs and classroom practices regarding the implementation of a curriculum 
that is multicultural and antibias. The first aim reviewed research on early childhood 
education relative to developmentally appropriate practice, education that is 
multicultural and antibias, and teacher beliefs and classroom practices. In addition, a 
theoretical perspective of Vygotsky's sociocultural theory was used as a foundation for 
the implementation of a curriculum that is multicultural and antibias. The second aim 
was achieved by conducting a survey and observation study, results of which are 
reported in the research article. 
The literature review can be summarized as follows: In early childhood 
education, teachers are the most critical element in providing a developmentally 
appropriate curriculum that is multicultural and antibias for young children (Derman-
Sparks & Ramsey, 1993; Eliason & Jenkins, 1990; Swadener & Miller-Marsh, 1993). 
However, research suggested that teachers' knowledge, attitudes or beliefs, interests, 
and skills will influence the quality and effectiveness of the curriculum and teaching 
practices (Eisenhart, et al., 1989; Eliason & Jenkins, 1990; Nespor, 1987; Roopnarine 
& Johnson, 1993). Thus, because our society is rapidly becoming more heterogeneous 
which, in turn, as caused an increased need to restructure existing early childhood 
curricular by integrating cultural and antibias sensitivity, it was concluded that research 
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efforts are needed on teachers' knowledge, attitudes, and skills relative to the 
implementation of a curriculum that is multicultural and antibias. 
The research study examined teacher beliefs and classroom practices regarding 
the implementation of a curriculum that is multicultural and antibias. Specifically, the 
research study was designed to investigate the following objectives: 1) to examine the 
reliability and validity of the Antibias and Multicultural Curriculum Assessment Survey 
(AMCAS) and the Antibias and Multicultural Curriculum Assessment Profile 
(AMCAP), 2) to compare early childhood teachers' beliefs of importance and 
perceived skill levels regarding a curriculum that is multicultural and antibias, 3) to 
examine the relationship between early childhood teachers' perceptions of importance, 
perceived skill levels, and observed teaching practices regarding the implementation of 
a curriculum that is multicultural and antibias, and 4) to identify program variables 
relating to early childhood teachers' perceived skill levels and observed teaching 
practices. 
To examine the objectives of the research study, two instruments were 
developed, the Antibias and Multicultural Curriculum Assessment Survey (AMCAS) 
and the Antibias and Multicultural Curriculum Assessment Profile (AMCAP). The 
AMCAS and the AMCAP demonstrated good psychometric properties. High levels of 
internal consistency were obtained for each instrument; in addition, content validation 
vm established at approximately the 90% level. These findings suggest that the 
instruments designed for the research study are reliable and valid and possibly hold 
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promise for use in future research on early childhood teachers' beliefs and classroom 
practices. 
Results from the study indicated that early childhood teachers perceived a 
curriculum that is multicultural and antibias (CMA) as high in importance and 
perceived their skill levels of implementing such a curriculum as moderate. 
Comparative analysis of early childhood teachers' beliefs of importance and 
perceived skill levels regarding the implementation of a curriculum that is multicultural 
and antibias revealed that perceptions of importance was significantly higher than 
perceptions of skill levels. Although early childhood teachers perceived a curriculum 
that is multicultural and antibias as important and their skill levels as moderate, these 
fmdings indicate a significant gap between teachers' perceived importance and skill 
levels regarding the implementation of a curriculum that is multicultural and antibias. 
In the research study, no significant relationships were found between self-
reported beliefs of importance and perceived skill levels, and observed teaching 
practices regarding the implementation of a curriculum that is multicultural and 
antibias. That is, although teachers may believe that a curriculum that is multicultural 
and antibias is important, their professed beliefs of importance and perceived skill 
levels were not reflected in their observed teaching practices regarding the 
implementation of a curriculum that is multicultural and antibias. In fact, teachers' 
observed ratings on the AMCAP were at about the 50% performance level. 
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Class heterogeneity (class representation of at least two racial/ethnic groups) 
was positively and significantly related to early childhood teachers' perceived skill 
levels regarding the implementation of a CMA. This finding suggests that teachers 
professed more skill levels of implementing culturally sensitive teaching strategies 
especially when at least two racial/ethnic groups (e.g., African American, Asian or 
Pacific Islander, etc.) are in the classroom. Similarly, on the basis of additional 
findings, early childhood teachers perceived themselves to be less skilled when serving 
a more homogeneous classroom. We speculate that perhaps teachers who serve more 
homogeneous groups of children recognize the importance of implementing culturally 
sensitive teaching practices or may belief that because of class homogeneity, there is a 
need, but they perceive a lack of skills in implementing a CMA. 
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APPENDIX A. CORRESPONDENCE 
IOWA STATE UNIVERSITY uoiicg*: 01 Far7!:t\ anc Consumer Scicnccs 
Department of Human Development 
and Family Studies 
101 Child Development Building 
Ames. iovN-a 50011-1030 
515 294.3040 
FAX 515 294-1765 
O F  S C I E N C E  A N D  T E C H N O L O G Y  1 2 3  
March I, 1994 
Dear Director: 
We need your help to evaluate the impact of the Head Start Staff Development Center at 
Mid-Iovva Community Action in Marshalltoivn. This evaluation is a joint effort of Mid-
Iowa Commumty Action and Iowa State University. As you know, evaluation is a 
required component of the Head Start Staff Development Center. Included in the federal 
requirements for the evaluation is an assessment of both participants and nonparticipants 
in training sponsored by the Staff Development Center. As a part of this evaluation, we 
need to survey and observe developmentally appropnate teaching practices among Iowa 
Head Start teachers. We need to ask every Head Start teacher to complete a survey on 
leaching practices. We then need to follow up and randomly select 30 teachers, 15 who 
have panicipated in the Staff Development Center training and 15 who have not, to 
participate in classroom observations. Included in the classroom observations is a 
15-minute teacher interview and a review of some of the children's assessment folders. 
We are seeking your support in this evaluation process. The results of these surveys and 
observations will be used to identify overall training needs and to begin to identify the 
impact of the Head Start Staff Development Center in companson with other traimng 
sources that you are currently using. The identity of any teacher, program, or agency will 
not be revealed in our analyses; only group analyses will be reported. In return for your 
assistance in this evaluation effort, you will receive a summary of the results of the 
analyses. 
Your support is important for the success of this evaluation. We believe the information 
from this evaluation will benefit Head Start programs and the children and families 
served. We will be contacting you in one week to further discuss this evaluation process 
with you. 
Thank you for your cooperation. If you have any questions or concerns about this 
evaluation, please call me at (515) 294-4616 or Valerie at (515) 294-8121. 
Sincerely, 
Susan M. Hegland 
Principal Ev^uator 
Valerie Jarvis Samuels 
Co-Principcd Evaluator 
IOWA STATE UNIVERSITY Coiiece 01 F^miiN 2nz Consumer Scicnces 
Department o!  Human De^clo^mc^t 
and Fjmiu Siudicf' 
joi Child Development Buildmc 
Ames, loxva 500ii-i0}0 
515  204 -3040  
Fax  51$  204 - I -PS  
O F  S C I E N C E  ^  N  D  T  c  C  H  \  O  L  O  C  124 
April 4.1994 
Dear Teacher; 
We need your help to evaluate the impact of the Head Start Staff Development Center at Mid-Iowa 
Cormnumt\' Action in Marshalltown. This evaluation is a joint research effort of Mid-Iowa Commumty 
AcDon and Iowa State University. As you know, evaluation is a required component of the Head Stan 
Staff Development Center. Included in the federal requirements for the evaluation is an assessment of both 
parucipants and nonparncipants in training sponsored by the Staff Development Center. 
As a part of this evaluation, we are smdymg developmentally appropriate teaching pracdces among Iowa 
Head Stan teachers. In order to make the results of this study to be truly representauve of Iowa Head Start 
teachers and as useful as possible to the Staff Development Center and Head Start programs, it is important 
for each Head Start teacher to participate in this study. Therefore, we would appreciate your panicipaoon 
in this snidy. 
Tins study has been reviewed and approved by your Head Start director and the Iowa State University 
Human Subjects Conmunee. In this study, we are asking each Iowa Head Start teacher to complete a 
15-minute survey that best describes their beliefs and classroom practices of developmentally appropriate 
teaching practices. As a part of this smdy, we then need to follow up and randomly select 30 teachers, 15 
who have participated in the Staff Development Center training and 15 who have not. to participate in 
classroom observations. Qassroom observations (two visits) mclude a l5-minute teacher interview and a 
review of some of the children's assessment folders. Please complete and return the survey and classroom 
obser^^ation consent form m the enclosed stamped self-addressed envelot^e within the next week. In return 
for your participaaon in the study, you will receive an activiry packet, which will include activities and 
teacher strategies in the areas of self and social development, guidance, and setting up the learning 
environment. 
Participation in this study is voluntary and you may withdraw at any ume. The results of these siu^'eys and 
observauons will be used to identify overall training needs and to begin to identify the impact of the Staff 
Development Center in comparison with other trainmg sources that you are currendy a panicipant. 
•Addinonally, the results will be used for research work at Iowa State Umversity. The identity of any 
teacher, program, or agency will not be revealed in our analyses; only group smmnaries will be reported. 
The surv ey and classroom observation consent form has an identification number for mailing purposes 
only. This is done so that we may check your name off of the mailmg hst when your survey and consent 
form is returned. 
At the conclusion of the smdy. Head Stan directors will receive a group summary of the results of the 
study. If you desire to receive a summary of the study's results, please indicate by returning the "results of 
study request" card. If you have any questions about this smdy. please contact me at (515) 294-8121 or 
Susan Hegland at (515) 294-4616. 
Thank you for your cooperation. We believe the infonnation from this study will benefit Head Stan 
programs and the children and families sen ed. 
Valene Jarvis Samuels 
Sincerely. 
Susan Hegland ^ 
Principal Investigator Principal Evaluator 
125 
CLASSROOM OBSERVATION 
CONSENT FORM 
Part A. 
I do / do not agree to have my classroom observed in this study as 
described in the attached letter. The general purpose of the study and the research 
procedure have been explained to me. I understand that my identity will be kept 
confidential and will not be revealed in any reports summarizing the results of the 
study. I understand that my participation is voluntary and that I am free to 
withdraw from the study at any time. 
Date Signature of teacher 
Part B. 
BACKGROUND INFORMATION: 
This infomution is needed only for the purposes of scheduling classroom observations and emergency 
instances (e.g., illness, weather, school closing, etc.). Please print. 
Head Start agency: 
Center address: 
Center phone number: 
Home phone number: 
Please return this form in the enclosed envelope. TJumk you! 
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Results of Study Request 
At the conclusion of the study, please send me a summary of the results of the 
study. 
Signature 
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APPENDIX B. INSTRUMENTS 
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ANTIBIAS AND; WtULTICULTURAL CURRICULUM 
ASSESSMENT PROFILE 
(Original Version) »p 
Valerie Jarvis Samuels 
>C 
> ^' ' '  « ^  '  "  ""'X "• 
* ^4 Vv'" T-->••••: w> 
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Inufft <«toto ilnii/or«ltv 
O Copyttghi 1999 
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1 
Antibias and Multicultural Curriculum Assessment Survey 
instructions: Below are a series of items relevant to early childhood practices. For each item identified, 
rate first your belief regarding the level of importance for your teaching. Secondly, evaluate your skill level 
that you demonstrate in the classroom. Your answers will be kept confidential. The identity of any teacher, 
program, or agency will not be revealed in reporting the results of this survey. 
RATING SCALE: 
SKILL LEVEL 
2 Some 
3 Moderate 
NA Not Applicable 
IMPORTANCE 
LOW Hi Items 
SKILL LEVEL 
Low Hi 
1 2 3 4 NA 1. Helps each chikj build ethnk: pride in his/her self, family, 
and culture. 
1 2 3 4 NA 
1 2 3 4 NA 2. Accepts and respects each child as an individual; that is, 
recognizing what each chikl values and holds dear. 
1 2 3 4 NA 
1 2 3 4 NA 3. Helps children to express themselves in a manner socially 
acceptable within the classroom culture. 
1 2 3 4 NA 
1 2 3 4 NA 4. Models and encourages nondiscriminatory language (e.g., 
refrains from referring to cultural or ethnic groups as 
"those people', etc.). 
1 2 3 4 NA 
1 2 3 4 NA 5. Encourages problem-solving techniques in incidents such 
as teasing or being rejected from a group (e.g.. 'Jose wants 
to play with you in the block center. If you two play 
together, what can you build?", etc.). 
1 2 3 4 NA 
1 2 3 4 NA 6. Incorporates each child's cultural and/or ethnk: background 
into currk:uium planning (e.g.. uses songs and games from 
various cultures, dramatizes stories from various cultural 
origins presented in the classroom, etc.). 
1 2 3 4 NA 
1 2 3 4 NA 7. Models and encourages nondiscriminatory behavior (e.g.. 
interacts with all chiklren. etc.). 
1 2 3 4 NA 
IMPORTANCE 
1 Low 
2 Some 
3 Moderate 
4 Hiah 
NA Not Applicable 
Part I 
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1 2 3 4 NA 8. Clarifies children's misconceptions about bias (e.g., 
misconceptions such as believing if one sits in a wheelchair 
they will never walk again, being afraid of African 
Americans because they have funny hair, or distrusting 
Asians because they have different names, etc.). 
1 2 3 4 NA 
1 2 3 4 NA 9. Recognizes each child's individual strengths and unique 
characteristics regardless of race, ethnicity, culture, 
gender, mental or physical ability. 
1 2 3 4 NA 
1 2 3 4 NA 10. Gathers and appropriately incorporates information from 
families into the curriculum about what they want their 
children to know about the various aspects of their cultural 
and/or ethnic individual and group identity. 
1 2 3 4 NA 
1 2 3 4 NA 11. Redirects children's inappropriate and/or unacceptable 
biased behavior toward themselves and others. 
1 2 3 4 NA 
1 2 3 4 NA 12. Encourages children's curiosity and enthusiasm to learn 
about different cultural, ethnic, ability, gender, and special 
needs groups. 
1 2 3 4 NA 
1 2 3 4 NA 13. Models verbal language that helps children identify and 
describe their feelings (e.g., "You're mad because ..., etc.). 
1 2 3 4 NA 
1 2 3 4 NA 14. Encourages free discussion and communication among and 
between children and adults about diversity (e.g., uses 
open-ended questions such as 'What do you think ...?, etc.). 
1 2 3 4 NA 
1 2 3 4 NA 15. Introduces developmentally appropriate multicultural and 
antibias concepts children can understand (e.g., everyone is 
capable, everyone deserves respect, people are similar and 
different, culture comes from parents and families, etc.). 
1 2 3 4 NA 
1 2 3 4 NA 16. Capitalizes on opportunities to counteract biased thinking 
(e.g., using words such as "some Indians use to live in 
teepees, but now Indians live in homes like yours and 
mine.", etc.). 
1 2 3 4 NA 
1 2 3 4 NA 17. Avoids making comparisons among and between children. 1 2 3 4 NA 
1 2 3 4 NA 18. Helps children to develop appropriate ways to speak out 
against biased behavior toward self and others. 
1 2 3 4 NA 
1 2 3 4 NA 19. Provkles activities and materials that encourage 
appropriate and positive interaction between gender 
groups. 
1 2 3 4 NA 
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1 2 3 4 NA 20. Provides a physical environment that accurately reflects 
and supports each child's cultural, racial and/or ethnic 
identity, physical ability, and family lifestyle (e.g., 
materials such as puzzles, paintings, music, pictures, 
books, dolls, etc.). 
1 2 3 4 NA 
1 2 3 4 NA 21. Encourages development and expression of empathy 
(understanding others' feelings) among and between 
children and adults (e.g., uses words such as "John, you 
hurt Emiiio feelings when you said he has an ugly name", 
etc.). 
1 2 3 4 NA 
1 2 3 4 NA 22. Provides experiences that encourage positive cooperative 
interactions among racial, ethnic, gender, and ability 
groups, Including special needs children. 
1 2 3 4 NA 
1 2 3 4 NA 23. Engages children in critical thinking and questioning about 
stereotypes (unfair and untrue images). 
1 2 3 4 NA 
1 2 3 4 NA 24. Models and encourages nonbiased behaviors (e.g., suggests 
both sexes try cooking or a woodworking project, etc.). 
1 2 3 4 NA 
1 2 3 4 NA 25. Provkies age-appropriate activities and experiences that 
encourage children's exploration and curiosity of their own 
direct experiences of cultural and/or ethnic similarities 
and differences (e.g., inviting community members to share 
aspects of their culture, etc.). 
1 2 3 4 NA 
1 2 3 4 NA 26. Builds upon what children already know about human 
similarities and differences (e.g., sex, hair, eye, and skin 
color, etc.). 
1 2 3 4 NA 
1 2 3 4 NA 27. Provides experiences that encourages the devetopment of 
positive and supportive relationships among racial, ethnic, 
gender, and ability groups, including special needs 
children. 
1 2 3 4 NA 
1 2 3 4 NA 28. Engages children in developmentally appropriate 
discusstons about topics relative to bias, prejudice, 
cultural, ethnic, gender, and ability similarities and 
differences. 
1 2 3 4 NA 
1 2 3 4 NA 29. Facilitates children's verbal expression through reflections 
of their thoughts (e.g., "It sounds like you ...", etc.). 
1 2 3 4 NA 
1 2 3 4 NA 30. Implements activities and techniques to help each child 
form an awareness and understanding of bias. 
1 2 3 4 NA 
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1 2 3 4 NA 31. Responds appropriately to children's expression of 
curiosity and/or questioning about cultural, ethnic, gender, 
and/or physical or mental similarities and differences, 
bias, stereotypes, etc. 
1 2 3 4 NA 
1 2 3 4 NA 32. Facilitates children's understanding through reflections of 
their and others' feelings (e.g., 'You're feeling really sad 
because Jamie called you 'brown skin'...", etc.). 
1 2 3 4 NA 
1 2 3 4 NA 33. Helps each child to accept, respect, and appreciate his/her 
own and others' unique strengths. 
1 2 3 4 NA 
1 2 3 4 NA 34. Encourages development and expression of altruism 
(helping others) among and between children and adults. 
1 2 3 4 NA 
1 2 3 4 NA 35. Utilizes a variety (at least 3 different types each) of 
diverse and bias-free activities and materials (e.g., varied 
ethnic, racial, gender, and special needs representation in 
pictures, books, toys such as dolls, puzzles, games, etc.). 
1 2 3 4 NA 
1 2 3 4 NA 36. Encourages children to respect others' rights (e.g., uses 
words such as "Anyone can play in the block center", etc.). 
1 2 3 4 NA 
1 2 3 4 NA 37. Seeks information from families about how they want their 
children to handle bias directed against themselves or 
others. 
1 2 3 4 NA 
1 2 3 4 NA 38. Responds to children in ways that extend their thinking 
about multicultural and antibias concepts. 
1 2 3 4 NA 
1 2 3 4 NA 39. IHelps children feel accepted in the classroom culture (e.g., 
senses meals that reflect foods acceptable in represented 
cultures, etc.). 
1 2 3 4 NA 
1 2 3 4 NA 40. Discusses and explores varkius languages people use to 
communicate (e.g., American Sign Language, English, 
Spanish, etc.). 
1 2 3 4 NA 
1 2 3 4 NA 41. Encourages each child's understanding of themseif as an 
individual and in relation to others. 
1 2 3 4 NA 
1 2 3 4 NA 42. Engages children in critical thinking about unfair or 
hurtful behaviors (e.g., teasing, name calling, 
discrimination, bias, etc.). 
1 2 3 4 NA 
1 2 3 4 NA 43. Gathers and appropriately uses information from families 
about their cultural and/or ethnk: socialization values and 
practices. 
1 2 3 4 NA 
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1 2 3 4 NA 44. Communicates in a clear, direct, and understandable way 
with children about bias relative to cultural and/or ethnic 
similarities and differences. 
1 2 3 4 NA 
1 2 3 4 NA 45. Models and encourages nonbiased language (e.g., police 
officer, firefighter, as well as ethnic or cultural terms 
such as Native American, etc.). 
1 2 3 4 NA 
1 2 3 4 NA 46. Helps each child understand, accept, and respect individual 
and others' similarities and differences (e.g., physical 
characteristics , including skin, eye, and hair color, 
special needs, gender, culture, ethnicity, family lifestyle, 
etc.). 
1 2 3 4 NA 
Part II: 
In order to help interpret your responses, some additional information is needed from you. Please circle the 
number of your response. 
1. What is the name of the Head Start agency for whom you work? Ljocation? 
2. How many years have you been employed in a Head Start program? 
years 
3. Indteate your prior teaching experiences (check as many as apply) and the number of years in 
each. 
Experiences NQ. of Years 
[ ] Head Start Teacher 
[ I Head Start Assistant Teacher (Aide) 
[ 1 Head Start Volunteer 
[ ] Head Start but non-teaching position 
[ 1 Preschool Teacher 
[ 1 Preschool Assistant Teacher (Aide) 
[ ] Public School Teacher (Please specify grade level(s): ) 
[ ] Private/Parochial School Teacher 
I 1 Home Visitor 
( ] Other (please specify) 
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3. What is your sex? 
[1] Male 
[2] Female 
4. What Is your age? 
[1] Less than 20 years of age 
[2] 20 - 39 years of age 
[3] 40 - 59 years of age 
[4] Over 60 years of age 
5. In terms of your own education, how much schooling have you completed? 
[1] Grade 8 or less 
[2] Grades 9 - 12 (no diploma) 
[3] High school graduate or General Education Diploma (GED) 
[4] Some college, but no degree (Include certificates) 
[5] Associate degree 
[6] Bachelor's degree 
[7] Professional degree (Including Master's degree or Doctorate) 
6. What professional licensure do you currently hold (circle all that apply). 
[1] Child Development Associate Credential (CDA) 
[2] Teacher Licensure: Child Development 
[3] Teacher Licensure: Early Childhood Education or Teaching Kdg/Prekdg Children 
[4] Teacher Licensure: Early Childhood Special Education 
[5] Teacher Licensure: Other 
(please specify) 
7. Have you participated in training at the Head Start Staff Development Center at Mid-Iowa Community Action 
in Marshalltown, Iowa? 
I 1 Yes 
I 1 No 
8. In past years, have you participated in In-service training regarding early childhood 
education and/or developmentally appropriate teaching practices? 
I 1 Yes 
I 1 No 
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9. In past years, what professional early childhood education conferences have you attended? 
Please specify. 
11] 
(21 
13] 
[41 
151 
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10. Please check the box that indicates the number of children in your classroom by race or ethnicity. If 
you have two class sessions, use the morning class session to answer this question. Check ail 
that apply. 
Black/African American ( 1 0-4 ( 1 5-8 [ 1 9-12 [ 1 13-16 [ 1 Over 16 
White/Caucasian [ 1 0-4 [ 1 5-8 I 1 9-12 [ 1 13-16 [ 1 Over 16 
Hispank:/Latino [ 1 0-4 ( I 5-8 [ 1 9-12 [ 1 13-16 ( 1 Over 16 
Asian or Pacifk: Islander ( 1 0-4 ( 1 5-8 [ 1 9-12 ( 1 13-16 ( 1 Over 16 
Native American/ ( 1 0-4 [ 1 5-8 ( 1 9-12 [ 1 13-16 ( 1 Over 16 
Amerk^n Indian 
Other ( 1 0-4 ( 1 C
O 1 
to 
1 9-12 [ 1 13-16 ( 1 Over 16 (please specify) 
CO 1 
to 
What racial or ethnic group do you klentify with or belong to? 
(11 Black/African American 
[2] White/Caucasian 
[31 Hispanic/Latino 
[41 Asian or Pacific Islander 
[5] Native American/American Indian 
[61 Other (please specify) 
Thank you for your assistance. Please seal this survey in the envelope 
have any questions or concerns about this study, please contact Valerie 
(515)294-8121 or Susan Hegland at (515)294-4616. 
provided. If you 
Samuels at 
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Antibias and Multicultural Curriculum Assessment Survey (Revised) 
Instructions: Below are a series of items relevant to early childhood practices. For each item identified, 
rate first your belief regarding the level of importance for your teaching. Secondly, evaluate your sl<iil level 
that you demonstrate in the classroom. Your answers will be kept confidential. The identity of any teacher, 
program, or agency will not be revealed in reporting the results of this survey. 
RATING SCALE: 
IMPORTANCE 
1 Low 
2 Some 
3 Moderate 
4 HIah 
NA Not Applicable 
SKILL LEVEL 
1 Low 
2 Some 
3 Moderate 
4 HIah 
NA Not Applicable 
Part I 
IMPORTANCE 
Low Hi Items 
SKILL LEVEL 
Low Hi 
1 2 3 4 NA 1. Helps each child build ethnic pride in his/her self, family, 
and culture. 
1 2 3 4 NA 
1 2 3 4 NA 2. Models and encourages nondiscriminatoty language (e.g., 
refrains from referring to cultural or ethnic groups as 
"those people*, etc.). 
1 2 3 4 NA 
1 2 3 4 NA 3. Incorporates each child's cultural and/or ethnic background 
into currk:ulum planning (e.g.. uses songs and games from 
various cultures, dramatizes stories from various cultural 
origins, etc.). 
1 2 3 4 NA 
1 2 3 4 NA 4. Models and encourages nondiscriminatory behavior (e.g.. 
interacts with all children, etc.). 
1 2 3 4 NA 
1 2 3 4 NA 5. Clarifies chiklren's misconceptions about bias (e.g.. 
misconceptions such as believing if one sits in a wheelchair 
they will never walk again, being afraid of African 
Amerk:ans because they have funny hair, or distrusting 
Asians because they have different names, etc.). 
1 2 3 4 NA 
1 2 3 4 NA 6. Recognizes each chikfs individual strengths and unk^ue 
characteristtes regardless of race, ethnicity, culture, 
gender, mental or physical ability. 
1 2 3 4 NA 
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1 2 3 4 NA 7. Gathers and appropriately incorporates information from 
families into the curriculum about what they want their 
children to know about the various aspects of their cultural 
and/or ethnic individual and group identity. 
1 2 3 4 NA 
1 2 3 4 NA 8. Redirects chikiren's inappropriate and/or unacceptable 
biased behavior toward themselves and others. 
1 2 3 4 NA 
1 2 3 4 NA 9. Models verbal language that helps children identify and 
describe their feelings (e.g.. "You're mad because ..., etc.). 
1 2 3 4 NA 
1 2 3 4 NA 10. Avoids making comparisons among and between children. 1 2 3 4 NA 
1 2 3 4 NA 11. Encourages development and expression of empathy 
(understanding others' feelings) among and between 
chikJren and adults (e.g.. uses words such as "John, you 
hurt Emilio feelings when you said he has an ugly name", 
etc.). 
1 2 3 4 NA 
1 2 3 4 NA 12. Provkies experiences that encourage positive cooperative 
interacttons among racial, ethnk:, gender, and ability 
groups, including special needs children. 
1 2 3 4 NA 
1 2 3 4 NA 13. Engages children in critical thinking and questioning about 
stereotypes (unfair and untrue images). 
1 2 3 4 NA 
1 2 3 4 NA 14. Provides age-appropriate activities and experiences that 
encourage children's exploration and curtosity of their own 
direct experiences of cultural and/or ethnic similarities 
and differences (e.g.. inviting community members to share 
aspects of their culture, etc.). 
1 2 3 4 NA 
1 2 3 4 NA 15. Builds upon what children already know about human 
similarities and differences (e.g.. sex, hair, eye, and skin 
color, etc.). 
1 2 3 4 NA 
1 2 3 4 NA 16. Provides experiences that encourages the devekipment of 
positive and supportive relationships among racial, ethnic, 
gender, and ability groups, inciudini] special needs 
children. 
1 2 3 4 NA 
1 2 3 4 NA 17. Engages children in deveiopmentatly appropriate 
discussions about topics relative to bias, prejudice, 
cultural, ethnic, gender, and ability similarities and 
differences. 
1 2 3 4 NA 
1 2 3 4 NA 18. Facilitates children's verbal expression through reflections 
of their thoughts (e.g.. "It sounds like you ...", etc.). 
1 2 3 4 NA 
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1 2 3 4 NA 19. Implements activities and techniques to help each child 
form an awareness and understanding of bias. 
1 2 3 4 NA 
1 2 3 4 NA 20. Responds appropriately to children's expression of 
curiosity and/or questioning about cultural, ethnic, gender, 
and/or physical or mental similarities and differences, 
bias, stereotypes, etc. 
1 2 3 4 NA 
1 2 3 4 NA 21. Facilitates children's understanding through reflections of 
their and others' feelings (e.g., "You're feeling really sad 
because Jamie called you 'brown skin'...", etc.). 
1 2 3 4 NA 
1 2 3 4 NA 22. Helps each child to accept, respect, and appreciate his/her 
own and others' unique strengths. 
1 2 3 4 NA 
1 2 3 4 NA 23. Encourages development and expression of altruism 
(helping others) among and between children and adults. 
1 2 3 4 NA 
1 2 3 4 NA 24. Utilizes a variety (at least 3 different types each) of 
diverse and bias-free activities and materials (e.g., varied 
ethnic, racial, gender, and special needs representation in 
pictures, books, toys such as dolls, puzzles, games, etc.). 
1 2 3 4 NA 
1 2 3 4 NA 25. Seeks information from families about how they want their 
chiklren to handle bias directed against themselves or 
others. 
1 2 3 4 NA 
1 2 3 4 NA 26. Encourages each chikl's understanding of themself as an 
individual and in relation to others. 
1 2 3 4 NA 
1 2 3 4 NA 27. Helps each child understand, accept, and respect individual 
and others' similarities and differences (e.g., physical 
characteristics , including skin, eye, and hair color, 
special needs, gender, culture, ethnicity, family lifestyle, 
etc.). 
i 2 3 4 NA 
Part 11: 
In order to help interpret your responses, some additional information is needed from you. Please circle the 
number of your response. 
1. What is the name of the Head Start agency for whom you work? Location? 
2. How many years have you been employed in a Head Start program? 
_years 
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3. Indicate your prior teaching experiences (check as many as apply) and the number of years in 
each. 
Experiences No. of Years 
[ ] Head Start Teacher 
( ] Head Start Assistant Teacher (Aide) 
[ ] Head Start Volunteer 
( 1 Head Start but non-teaching position 
( 1 Preschool Teacher 
( ] Preschool Assistant Teacher (Aide) 
I ] Public School Teacher (Please specify grade level(s): ) 
( ] Private/Parochial School Teacher 
[ 1 Home Visitor 
[ J Other (please specify) 
3. What is your sex? 
[1] Male 
[2] Female 
4. What is your age? 
[1] Less than 20 years of age 
[2] 20 - 39 years of age 
[3] 40 - 59 years of age 
[4] Over 60 years of age 
5. In terms of your own education, how much schooling have you completed? 
[1] Grade 8 or less 
[2] Grades 9 - 12 (no diploma) 
[3] High school graduate or General Education Diploma (GED) 
[4] Some college, but no degree (include certificates) 
[5] Associate degree 
[6] Bachetor's degree 
[7] Professional degree (including Master's degree or Doctorate) 
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6. What professional licensure do you currently hold (circle all that apply). 
[1] Child Development Associate Credential (CDA) 
[2] Teacher Licensure: Child Development 
[3] Teacher Licensure: Early Childhood Education or Teaching Kdg/Prekdg Children 
[4] Teacher Licensure: Early Childhood Special Education 
[5] Teacher Licensure: Other 
(please specify) 
7. Have you participated in training at the Head Start Staff Development Center at Mid-Iowa Community Action 
in Marshailtown. Iowa? 
[ 1 Yes 
I 1 No 
8. In past years, have you participated in in-service training regarding early childhood 
education and/or developmentally appropriate teaching practices? 
n Yes 
I ] No 
9. In past years, what professional early childhood education conferences have you attended? 
Please specify. 
II] 
[21 
[31 
141 
15] 
16] 
10. Please check the tMx that indicates the numlser of chiklren in your classroom by race or ethnicity. If 
you have two class sessions, use the moming class session to answer this question. Check all 
that apply. 
Black/Afrk^an American I 1 0-4 [ ] 5-8 ] 9-12 I ] 13-16 [ ] Over 16 
White/Caucasian I 1 0-4 [ ] 5-8 1 9-12 I 1 13-16 1 1 Over 16 
Hispanic/Latino [ ] 0-4 [ ] 5-8 ] 9-12 I ] 13-16 1 ] Over 16 
Asian or Pacifk: Islander I ] 0-4 I I 5-8 ] 9-12 [ 1 13-16 [ ] Over 16 
Native American/ I ] 0-4 I ] 5-8 I 9-12 [ ] 13-16 [ ] Over 16 
American Indian 
Other ( 1 0-4 C
O 1 
in I ] 9-12 ( ] 13-16 ( ] Over 16 
(please specify) 
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11. What racial or ethnic group do you identify with or belong to? 
[1] Black/African American 
[2] White/Caucasian 
[3] Hispanic/Latino 
[4] Asian or Pacific Islander 
[5] Native American/American Indian 
[6J Other (please specify) 
Thank you for your assistance. Please seal this survey in the envelope provided. If you 
have any questions or concerns about this study, please contact Valerie Samuels at 
(515)294-8121 or Susan Hegland at (515)294-4616. 
143 
Antiblas and Muttfcuftural Curriculum Assessment Survey 
(Original Version) 
Valerie Jarvis Samuels 
Department of Human Development and Family Studies 
College of Family and Consumer Sciences 
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ANTIBIAS & MULTICULTURAL CURRICULUM ASSESSMENT PROFILE 
Instructions: For each identified sl<ill, rate the observation. 
RATING SCALE: 
OBSERVATION 
1 PRESENT 
0 ABSENT 
METHODS Items 
OBSERVATION 
Present Abasnt 
0, 1 1. Helps each chiid buiid pride in his/her self, family, and 
culture. 
1 0 
0 2. Encourages each child's understanding of themself as an 
individual and in relation to others. 
1 0 
0 3. Provides a physical environment that authentically reflects 
and supports each child's cultural, racial and/or ethnic 
identity, physical ableness, and family lifestyle (e.g., 
materials such as puzzles, paintings, music, pictures, 
books, dolls, etc.). 
1 0 
0 4. Recognizes each child's individual strengths and unique 
characteristics regardless of race, ethnicity, culture, sex, 
mental or physical ableness. 
1 0 
0 5. Avoids making comparisons among and between chikiren. 1 0 
0 6. Helps each child to accept, respect, and appreciate his/her 
own and others' unique strengths. 
1 0 
0 7. Helps each child understand, accept, and respect individual 
and others' similarities and differences (e.g., physteal 
characteristtes , including skin, eye, and hair color, special 
needs, gender, culture, ethnicity, family lifestyle, etc.). 
1 0 
0 8. Accepts and respects each chikl as an individual; that is, 
recognizing what each chiM values and hokJs dear. 
1 0 
2 
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0, 1 9. Incorporates each child's cultural and/or ethnic background 
into curriculum planning (e.g., uses songs and games from 
various cultures, dramatizes stories from various cultural 
origins represented in the classroom, etc.). 
1 0 
0. 1 10. Gathers and appropriately incorporates information from 
families into the curriculum about what they want their 
children to know about the various aspects of their cultural 
and/or ethnic individual and group identity. 
1 0 
0 11. Encourages free discussion and communication among and 
between children and adults about diversity (e.g., uses 
open-ended questions such as "What do you think ...?, etc.). 
1 0 
0 12. Encourages children to respect others' rights (e.g., uses 
words such as "Anyone can play in the block center", etc.). 
1 0 
0 13. Provides experiences that encourage positive cooperative 
interactions among racial, ethnk:, gender, and ability 
groups, including special needs children. 
1 0 
0 14. Provides activities and materials that encourage 
appropriate and positive interaction between gender groups. 
1 0 
0 15. Provides experiences that encourages the development of 
positive and supportive relationships among racial, ethnic, 
gender, and ability groups, including special needs children. 
1 0 
0 16. Utilizes a variety (at least 3 different types each) of 
diverse and bias-free activities and materials (e.g., varied 
ethnic, racial, gender, and special needs representation in 
pictures, books, toys such as dolls, puzzles, games, etc.). 
1 0 
0 17. Encourages development and expression of empathy 
(understanding others' feelings) among and between 
children and adults (e.g., uses words such as "John, you 
hurt Emilk) feelings when you said he has an ugly name", 
etc.). 
1 0 
0 18. Encourages development and expression of altruism 
(helping others) among and between chikJren and adults. 
1 0 
0, 1 19. Helps children feel accepted in the classroom culture (e.g., 
serves meals that reflect foods acceptable in represented 
cultures, etc.). 
1 0 
3 
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0 20. Helps children to express themselves in a manner socially 
acceptable within the classroom culture. (Please note: 
social expression is culturally determined.) 
1 0 
0, 1 21. Gathers and appropriately uses information from families 
about their cultural and/or ethnic socialization values and 
methods. 
1 0 
0 22. Discusses and explores various languages people use to 
communicate (e.g., English, Spanish, American Sign 
Language, etc.). 
1 0 
0 23. Engages children in critical thinlcing and questioning about 
stereotypes (unfair and untrue images). 
1 0 
0 24. Engages children in critical thinl<ing about unfair or 
hurtful behaviors (e.g., teasing, name calling, 
discrimination, bias, etc.). 
1 0 
0 25. Provides age-appropriate activities and experiences that 
encourage children's exploration and curiosity of their own 
direct experiences of cultural and/or ethnic similarities 
and differences (e.g., Inviting community members to share 
aspects of their culture, etc.). 
1 0 
0 26. Builds upon what children already know about human 
similarities and differences (e.g.. sex, hair, eye, and skin 
color, etc.). 
1 0 
0 27. Introduces developmentaily appropriate multicultural and 
antibias concepts children can understand (e.g., everyone is 
capable, everyone deserves respect, people are similar and 
different, culture comes from parents and families, etc.). 
1 0 
0 28. Responds appropriately and immediately (that is, answers 
or explores) to children's curiosity and/or questioning 
about cultural, ethnic, sex, and/or ability similarities and 
differences, bias, etc. 
1 0 
0 29. Responds to children In ways that extend their thinking 
about multicultural and antibias concepts. 
1 0 
0 30. Implements activities and techniques to help each child 
form an awareness and understanding of bias. 
1 0 
0 31. Engages children in developmentaily appropriate 
discussions about topics relative to bias, prejudice, 
cultural, ethnic, gender, and ability similarities and 
differences. 
1 0 
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0 32. Communicates in a clear, direct, and understandable way 
with children about bias relative to cultural and/or ethnic 
similarities and differences. 
1 0 
0 33. Clarifies children's misconceptions about bias (e.g., 
misconceptions such as believing if one sits in a wheelchair 
they will never walk again, being afraid of African 
Americans because they have funny hair, or distrusting 
Asians because they have different names, etc.). 
1 0 
0 34. Encourages children's curiosity and enthusiasm to learn 
about different cultural, ethnic, ability, gender, and special 
needs groups. 
1 0 
0 35. Capitalizes on opportunities to counteract biased thinking 
(e.g., using words such as "some Indians use to live in 
teepees, but now Indians live in homes like you and 1.", 
etc.).  
1 0 
0 36. Helps children develop ways to speak out against biased 
behavior toward self and others. 
1 0 
1 37. Seeks information from families about how they want their 
children to handle bias directed against them or others. 
1 0 
0 38. Facilitates children's verbal expresskjn through reflections 
of their thoughts (e.g., "It sounds like you ...", etc.). 
1 0 
0 39. Facilitates children's understanding through reflections of 
their and others' feelings (e.g.,"You're feeling really sad 
because Jamie called you 'brown skin'...", etc.). 
1 0 
0 40. Models verbal language that helps children identify and 
describe their feelings (e.g.,"You're mad because ..., etc.). 
1 0 
0 41. Encourages problem-solving techniques in incidents such as 
teasing or being rejected from a group (e.g., "Jose wants to 
play with you In the block center. If you two play together, 
what can you build?", etc.). 
1 0 
0 42. Models and encourages nonbiased behaviors (e.g., suggests 
both sexes try cooking or a woodworking project, etc.). 
1 0 
0 43. Models and encourages nonbiased language (e.g., police 
officer, firefighter, as well as ethnic or cultural terms 
such as Native American, etc.). 
1 0 
0 44. Models and encourages nondiscriminatory behavior (e.g., 
interacts with all children, etc.). 
1 0 
5 
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0 45. Models and encourages nondiscriminatory language (e.g., 
refrains from referring to cultural or ethnic groups as 
"those people", etc.). 
1 0 
0 46. Redirects children's inappropriate and/or unacceptable 
biased behavior toward themselves and others. 
1 0 
149 
iipii 
(Revised) 
Valerie Jarvls Samuels 
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1 
ANTIBIAS AND MULTICULTURAL CURRICULUM ASSESSMENT PROFILE (Revised) 
Instructions: For each identified item, rate tiie observation. Methods: O - observation, 
I - interview. 
RATING SCALE: 
OBSERVATION 
1 PRESENT 
0 ABSENT 
METHODS ITEMS 
OBSERVATION 
Presant Absent 
0, 1 1. i-ielps each child build pride in his/her self, family and 
culture. 
1 0 
0 2. Models and encourages nondiscriminatory behavior. 1 0 
0. 1 3. Incorporates each child's cultural and/or ethnic background 
into curriculum planning (e.g., uses songs and games from 
various cultures, dramatizes stories from various cultural 
origins, etc.). 
1 0 
0 4. Models and encourages nondiscriminatory behavior. 1 0 
0. 1 5. Clarifies children's misconceptions about bias (e.g., 
misconceptions such as believing If one sits in a wheelchair 
they will never walk again, being afraid of African 
Americans because they have funny hair, or distrusting 
Asians because they have different names, etc.). 
1 0 
0 6. Recognizes, respects, and accepts each child's individual 
strengths and unique characteristtes regardless of race, 
ethnicity, culture, gender, cognitive or physical ability. 
1 0 
1 7. Gathers and appropriately uses information from families 
about their cultural and/or ethnic background. 
1 0 
0 8. Redirects children's inappropriate and/or unacceptable 
biased behavior toward themselves and others. 
1 0 
2 
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METHODS ITEMS 
OBSERVATION 
Present Absent 
0 9. Models verbal language that helps children identify and 
describe their feelings (e.g., 'You're mad because etc.). 
1 0 
0 10. Avoids making comparisons among and between children. 1 0 
0 11. Encourages development and expression of empathy among 
and between children and adults. 
1 0 
0 12. Provides experiences that encourage positive cooperative 
interactions among racial/ethnic, gender, and ability 
groups. 
1 0 
0, 1 13. Engages children in critical thinking and questioning about 
stereotypes (unfair and untrue images). 
1 0 
0, 1 14. Provides age-appropriate activities and experiences that 
encourage children's exploration and curiosity of their own 
direct experiences of bias based on cultural/ethnic, gender, 
ability, similarities and differences, etc. 
1 0 
0 15. Builds upon what children already know about human 
similarities and differences (e.g., sex, hair, eye, and skin 
color, etc.) and preferences (likes and dislikes) . 
1 0 
0 16. Provides experiences that encourages the development of 
positive and supportive relationships among racial, ethnic, 
gender, and ability groups. 
1 0 
0, 1 17. Engages children in developmentally appropriate 
discussions about topics relative to bias, prejudice, 
culture, ethnicity, gender, and ability similarities and 
differences. 
1 0 
0 18. Facilitates children's verbal expression through reflections 
of their thoughts (e.g., "It sounds like you think...'',''Do you 
think that etc.). 
1 0 
0. 1 19. implements activities and techniques to help each child 
form an awareness and understanding of bias. 
1 0 
3 
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METHODS ITEMS 
OBSERVATION 
Present Absent 
0. 1 20. Responds appropriately and immediately (that is, answers 
or explores) to children's curiosity and/or questioning 
about cultural, ethnic, gender and/or ability similarities 
and differences, bias, discrimination, etc. 
1 0 
0 21. Facilitates children's understanding through reflections of 
their and others' feelings (e.g., Uz, Jamie is feeling really 
sad because you called him 'brown skin'...", "John is angry 
because Mary and Nia will not let him play with the dolls.", 
etc.). 
1 0 
0 22. Helps each child to accept, respect, understand, and 
appreciate his/her own and others' unique strengths. 
1 0 
0 23. Encourages development and expression of altruism among 
and between children and adults. 
1 0 
0 24. Utilizes at least 3 different types of diverse and bias-free 
activities and materials (e.g., varied ethnic/racial, gender, 
and special needs reflected in pictures, books, toys such as 
dolls, puzzles, games, etc.) that represents at least 3 
different types of cultural and/or ethnic groups. 
1 0 
1 25. Seeks information from families about how they want their 
children to handle bias directed against them or others. 
1 0 
0. 1 26. Encourages each child's understanding of themseif as an 
individual and in relation to others. 
1 0 
0, 1 27. Helps each child understand, accept, appreciate, and respect 
indivkiual and others' similarities and differences (e.g., 
phystoat characteristics, including skin, eye, and hair 
color, physical ability, gender, culture, ethnicity, family 
lifestyles, etc.). 
1 0 
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ANTIBIAS & MULTICULTURAL CURRICULUM ASSESSMENT PROFILE 
(REVISED) 
CODING MANUAL 
INTRODUCTION 
The Antibias and Multicultural Curriculum Assessment Profile (AMCAP) is an 
observation tool to assess early childhood classrooms. Specifically, the purpose of the 
Antibias and Multicultural Curriculum Assessment Profile is to measure classrooms 
and teaching practices that provide culturally sensitive and biased-free learning and 
development of children. 
The Antibias and Multicultural Curriculum Assessment Profile is composed of 
27 items. As a framework for item development, the following performance outcomes 
were used; 1) to foster each child's construction of a knowledgeable, confident self-
identity, 2) to foster each child's comfortable, empathetic interaction with diversity 
among people, 3) to foster each child's critical thinking about bias, and 4) to foster 
each child's ability to stand up for herself or himself and for others in the face of bias. 
All items represent activities, experiences, materials and equipment, and behaviors that 
signify classrooms and teaching practices that are multicultural and antibias. Items are 
scored "Present" ~ observed, or "Absent" - not observed. 
Two methods of information are used: observation of classroom and teacher 
interview. Observation involves observing the physical environment of the classroom 
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and teacher behavior (includes interaction with children). Teacher interview involves 
verbal exchange. 
DEFINrnONS OF TERMS 
The following terms below are defined for use throughout the assessment 
profile. 
Culture The behavior, values, beliefs, language, traits, artifacts, and 
products shared by and associated with a group of people. 
These characteristics are passed from generation to generation 
through experiences and ^ucation. 
Bias Any attitude, belief, or feeling because of a point of view that 
results in, and helps to justify, unfair treatment of an 
individual because of her/his identity, ability, ethnic and/or 
cultural group. The tendency to favor one ethnic, racial, 
cultural, gender, or ability group over another or dislike, 
distrust an individual from a particular ethnic, racial, cultural, 
gender, or ability group. 
Ethnicity Commonality among people because of their ancestors; 
ethnicity includes race, religion, physical traits, language, 
customs, and lifestyles. 
Stereotype Oversimplified, unfdr, and untrue characteristics about a 
particular race, gender, or ethnic, cultural, ability, and/or 
special needs group. 
Discriminatioii The practice of treating people differently based on race, 
gender, ethnicity, age, physical or mentai ability, race, and/or 
religion. 
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OBSERVATION INFORMATION 
Collection of Information 
There are three methods of information collection: 1) Methods, 2) Performance 
Items, and 3) Observation. Observation information is obtained from two methods: 
classroom observation and teacher interview. Methods are coded "0" ~ observation 
and T teacher interview. Direct observation is recommended for the primary source 
of information collection. Teacher interview may be used for clarification of some 
observations. However, some performance items require use of both methods. Thus, 
both methods must be used to score performance items that fit the aforementioned 
condition. 
Observation involves a minimum two- to three-hour period of observing the 
physical characteristics of the classroom, as well as planned and implemented activities 
and experiences, teacher behaviors, and teacher-child interactions. Scheduled 
observations should occur during a time in which the children and teacher are actively 
involved in the classroom. Observations should be conducted on a typical day (no field 
trips, special visitors, or substitute teachers). It is recommended that observations 
include observing self-selection time or play time, large group, and small group. In 
most programs, the aforementioned instructional time occurs in the morning before 
lunch. Observations should focus on the teacher primarily responsible for the overall 
functioning of the classroom. In some cases, early childhood programs have a co-
teacher system in which two persons are responsible for classroom functions. During 
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scheduled observations, observe the teacher who has primary responsibility for the 
classroom. 
Teacher interview involves a IS-minute verbal dialogue with an individual 
teacher to clarify classroom observations. These interviews should be scheduled in 
advance to avoid disruptions of the classroom routine. Typically, teacher interviews 
are scheduled at the end of the program day. 
All performance items are scored "Present" if positively observed and "Absent" 
if not observed or was not clarified in the teacher interview. Specifically, rate each 
performance item on the basis of the dominant mode in Uie classroom. Dominant 
mode refers to the experiences of most of the children through most of the day. The 
goal is to represent the predominant learning climate in the classroom. This is more 
than a simple majority of observed incidents, because not all incidents may have the 
same weight. All performance items must be scored in order to reflect a representative 
evaluation of observations. 
SCHEDULE FOR OBSERVATIONS 
The following factors are used in scheduling classroom observations and teacher 
interviews: 
1. Requirements for Classrooni Observations 
Scheduled observations should occur on a typical program day. That is, 
observations should take place when the teacher and children are involved 
in the classroom. Observations should not be scheduled in the following 
instances: field trips, classroom visitors, and substitute teachers. 
Observations should be scheduled when the observer can observe self-
selection time or play time, large group and small group activities. 
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Observations are typically scheduled during the morning. The teacher can 
provide the best time period to observe the aforementioned instructional 
time. Observations typically take a minimum of two to three hours. The 
teacher interview should follow the classroom observations. Observer must 
be in the classroom to evaluate performance items. 
2. Scheduling Classroom Observations 
Classroom observations should be scheduled at least one week in advance 
and on a day and time most convenient for the teacher. The following is 
information to exchange with the teacher prior to the classroom visit: 
- Home telephone numbers in cases of emergency or when the 
primary teacher will be absent. 
- Appropriate time for teacher interview. 
- Directions to site. 
The day before the classroom observation, telephone the teacher to confirm 
the visit. 
CLASSROOM OBSERVATION 
The observer should arrive early to introduce oneself and to exchange the 
following information: 
1. Focus of observation (i.e., to observe classroom environment and 
interactions between the teacher and children). 
2. Ensure confldentiality. No teacher, child, or center will be identified in 
reporting the results of the study. 
3. I^termine appropriate time to conduct teacher interview. 
4. Review daily schedule. 
5. Determine the best location in the classroom to observe. 
The Antibias and Multicultural Curriculum Assessment Profile takes a minimum 
of two to three hours to complete. In order to ensure an accurate evaluation, the 
observer must complete the profile while observing the classroom. 
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ITEM CLARIFICATION 
To ensure accurate interpretation, each item in the Antibias and Multicultural 
Curriculum Assessment Profile is accompanied with further clarification according to 
the way each item is intended to be assessed. Examples are included in the item 
clarification section to offer further clarification. Item clarifications are stated in a 
separate section. 
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Antibias and Multicultural Curriculum Assessment Profile 
Item Clarification 
1. The focus of this item is on providing experiences that helps each child construct a 
positive identity and attitude of his/her self and as a part of his/her family and 
culture. Examples: The teacher praises work- "You did a good job putting the 
puzzle together." The teacher encourages efforts- "You worked really hard on that 
puzzle." The teacher provides the following: a full-length mirror for each child's 
viewing of themselves, labeling cubbies, chairs, and/or seating at tables with each 
child's name, displaying each child's work, polaroid pictures displayed of children 
in the classroom, pictures/posters that resemble each child's ethnicity and family 
(e.g., single and dual parents, grandparents, etc.) doing various things (e.g., 
eating, sleeping, laughing, etc.) 
2. Self-explanatory. 
3. Curriculum refers to teaching techniques and materials used and activities and 
experiences planned to facilitate children's own learning. Specifically, the intent 
of this item is to assess the teacher's efforts to incorporate multicultural sensitivity 
and appreciation throughout the curriculum (that is, during large and small 
activities, free choice or self-selection time, meals, outside play, in centers such as 
dramatic play, block, art, book, etc.). The following are some examples: using 
songs and games from various cultures, dramatizing stories from various cultures, 
eating foods from various ethnic backgrounds, use of books that reflect diverse 
gender roles, racial and cultural backgrounds, special needs and abilities, providing 
opportunities for children to see an hear various languages, etc. 
4. The focus of this item is on teacher displaying balanced interaction with all 
children. Additionally, this item focuses on the teacher's efforts to encourage 
children's interaction among and between each other regardless or race/ethnicity, 
gender, ability, age, etc. For example, the teacher talks with, hugs, pats, smiles 
at all children. 
3. The focus of this item is on how the teacher clarifles children's untrue or biased 
thinking, comments, and/or behaviors. 
6. Self explanatory. If Uiis item is scored "Absent," Uien score item 6 "Absent." 
i 
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7. The intent of this item is to focus on teacher-family exchange of information about 
families' culture and values Coeliefs and practices) and the appropriate use of this 
information in the classroom. Additional examples the teacher may ask parents to 
display cultural items in the classroom, teach songs or dances from culture, read 
stories or poems from the child's culture, write children's names in primary 
printed-language, etc. 
8. Redirects refers to the teacher's efforts to address, counter, and guide a child's 
biased behaviors toward more appropriate and acceptable actions. 
9. Curriculum refers to teaching techniques and materials used and activities and 
experiences planned to facilitate children's own learning. Specifically, the intent 
of this item is to assess the teacher's efforts to incorporate multicultural sensitivity 
and appreciation throughout the curriculum (that is, during large and small 
activities, ftee choice or self-selection time, meals, outside play, in centers such as 
dramatic play, block, art, book, etc.). The following are some examples: using 
songs and games from various cultures represented in the classroom, dramatizing 
stories from various cultures, eating foods from various ethnic bacl^rounds, use of 
books that reflect diverse gender roles, racial and cultural backgrounds, special 
needs and abilities, providing opportunities for children to see and hear various 
languages, etc. 
10. The intent of this item is that no child is compared to another child in any way or 
form (e.g., among or between girls and boys, black with white children, etc.). 
For example, if the teacher says " I like the way you wrote your name, but try 
writing your name the way Cheryl does. She writes her name well"- then score 
this item "Absent." 
11. Empathy refers to understanding of others' feelings. The focus of this item is on 
the teacher's efforts to foster development of empathy. Examples: one child says 
to another child "Emilio is an ugly name"- the teacher intervenes and says "John, 
you hurt Emilio's feeling when you said he has an ugly name. Let's talk about 
why his name sounds different," Diaz is sitting alone in the comer because he is 
feeling angry." 
12. This item is evidence of how planned experiences provide cooperative interactions 
of children working together regardless of race/ethnicity, gender, or ability 
(cognitive or physical). The following are some examples: the teacher pairs or 
groups children of different racial/ethnic and/or physi<^ ability to work on an art 
project; the teacher pairs one child who knows how to write letters with another 
who is just beginning to learn how to write them; the teacher asks a child to catch 
and throw a ball with another child that is in a wheelchair. 
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13. The focus of this item is on the teacher's efforts to extend children's thinking and 
questioning in the case of stereotypic and biased beliefs based on gender, 
race/ethnicity, ability, culture, etc. Examples: a child says to a Native American 
child "You're not an Indian," - the teacher intervenes and asks "Why do you think 
Maji is not an Indian?," the child says "'Cause he don't wear feathers on his 
head." The teacher responds by saying "Indians do not wear feathers on their 
heads all the time. Indians wear feathers on their heads during special times, like 
celdirations"; some children are playing and two girls say to a boy, "You can't be 
a nurse, only girls can be a nurse"- the teacher intervenes and says "When I went 
to the hospital one time, my nurse was a man; some men are nurses and some 
women are doctors." 
14. The intent of this item is on providing activities and experiences that exposed 
children to differences and similarities relative to race/ethnicity, gender, ability, 
etc. For example, the teacher may invite community members to share aspects of 
their culture (e.g., food, clothing, celebrations, etc.). The teacher may invite 
people to the classroom who challenge children's biased or stereotypic thinking by 
the work they do- a male nurse, female construction worker, a black doctor. Other 
methods include the reading of books and the display of pictures that challenge 
biased or stereotypic thinking. 
15. Children notice physical features such the anatomy of girls and boys, hair, eye, 
and skin color, physical ability (e.g., people using wheelchairs, hearing devices, 
etc.). The intent of this item is focus^ on the teacher implementing a curriculum 
that is multicultural and antibias based on the developmental level of children 
relative to diversity. Examples: Teacher may have the children to mix paint to 
match their skin tone. In a large group discussion, the teacher may ask children to 
talk about pictures of the themselves. 
16. This item focuses on providing experiences like those stated in items 13 and 14 
while encouraging supportive relationships across racial/ethnic, gender, and ability 
groups. The intent of this item is evidence in how the teacher fosters children's 
support of each. For example, the may teacher say, "You helped Mayra write her 
name. It is nice that we can help each other sometimes." or "Shenequa, please 
you help Michael take the balls outside." 
17. Note that discussions should be linked to children's lives and based on children's 
direct experiences as they relate to bias. 
18. Self explanatory. 
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19. Activities and techniques may include: reading books that challenge stereotypes of 
bias; comparing images in books, pictures, TV- talking about whether they are true 
or untrue; mixing colors and comparing and matching to skin tones, 
20. The intent of this item is on how and when the teacher responds to children's 
curiosity and/or questioning, comments, etc. about and/or that is bias, 
discriminatory relative to race/ethnicity, gender, ability, etc. Appropriate teacher 
responds are: responding immediately, giving simple answers, clarifying 
misconceptions, modeling respectful behaviors. 
21. Self explanatory. 
22. This item focuses on teacher-child verbal exchange about the child's and others' 
unique strengths. Examples: 1) After a child has said that he/she could not make 
anything out of a box, the teacher says "Look at how you made a car out of that 
box; that was good thinking" - the child says "Hey! I'm going to make another 
one." 2) The teacher and a child were watching another child walk a balance 
beam. The teacher says "Do you remember when Rachel had a hard time walking 
the balance beam? Lx)ok at how she can walk to the end of the balance beam 
now." 
23. Altruism refers to helping others. The focus of this is on the teacher's efforts to 
foster development of altruism. The following are some examples: the teacher 
may ask a child to help another child zip his/her coat; the teacher may ask children 
to help him/her wipe the tables; the teacher may say "When you need help with 
something, ask a friend." 
24. To score this item "Present," a minimum of three different types of diverse and 
bias-free materials must be present, representing in a minimum of three different 
cultural and/or ethnic groups. 
25. The focus of this item is on the teacher's efforts to help children develop effective 
appropriate ways to problem-solve and/or derive at solutions in the case of bias 
toward self and others based on race/ethnicity, gender, j^e, ability, etc. For 
example, the teacher may talk to children about everyone having the right to play 
in the block center, girls and boys. The teacher may explain to the children that if 
or when someone hurts them or they see others hurt with words or actions, they 
have the right and the responsibility to stop that person. 
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26. This focus of this item is on helping each child (regardless of race/ethnicity, 
gender, physical ability, similarities or differences) see themselves as an unique 
and special person and that others are unique and special too. Additionally, this 
item focuses on helping children understand Uiat people are alike and different in 
many ways and that it's okay. For example, the teacher may have a "Star of the 
Week Board/Table." This activity involves each child having the opportunity to 
share with other children special things about his/her self (e.g., pictures of self 
with family, favorite toys, etc.). Examples: photographs of children, their 
families, and homes; children's clothes; toys ftom when they were infants; 
displays of children's work. 
27. This item focuses on providing experiences to help children understand, accept 
respect, and appreciate similarities and differences in people relative to race/ 
ethnicity, gender, physical ability, family style, etc.) The following are examples: 
exploration of tools such as wheelchairs, hearing aids, braces, crutches. Braille 
books, lasses, etc. used by people with special needs, providing books that depict 
families eating food with different utensils (e.g., forks, chop sticks, etc.) and in 
different styles (e.g., at a table, on the floor, outside, etc.); providing sldn tone 
crayons, paint, paper, etc.; providing dramatic play where children can explore 
nonstereotypic gender roles (e.g., girls doing woodworking, boys cooking, etc.); 
talking about similar and different physical characteristics. 
